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CBAP:rER I 
STATEMENT OF PROBIEM 
The Problem 
The study is concerned with whether the case method approach 
is a superior way o£ te~ohing social studies in the elementary 
school as compared to the traditional lecture-textbook method 
with regard to critical thinking. 
Need for the Study 
Th~ preparation of the individual to become an effective 
and participating member of society is or rather should be the 
main objective in education today. 
Many educators, when given to thinld.ng, are surprised to 
' -
discover that the elementary school child of ti>day wi.ll live his 
later adult years in the tvventy-first centv.ry. The elementary 
school child is now living in the beginning of the atomic age. 
The remaining portion of his life will be in a most exciting but 
demanding time of fantaa~ic ventures.on the part o£ science 
technology., During the adult years of the present elementary 
child th,e world will shrink ~o a size that will enable hilii. to 
consider the far corners of the ·world within easy reach. The 
1 
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child of today must be capable of broadening his horizons for he 
will find himself a citizen of not only his country but his world. 
As educators become cognizant of this development of the 
world society, they are beginning to ask within what framework 
are today's elementary students being prepared for life in this 
emerging era. Educators must make it their prime objective to 
initiate new methods of instruction that will educate pupils to 
become citizens capable of accepting the challenges of the ruture.l 
Educators must not only concern themselves with preparing 
children :eor some future ·time; they must concern themselves with 
preparing the children to t~ke an active part in the present 
world of exciting and challenging change. Elementary education 
cannot fall short of serving the needs of our highly industrialized 
nation. Children must be assisted to keep pace with the scientific 
2 
and technological changes of modern society. If elementary education 
is to be of practical use in (-e,;v:e:ryday life, it must consist of 
meaningful, purposeful experiences.2 
Educators do not want their pupils to respond to environ-
mental stimuli as would robots. Educators want them to be thinging 
individuals. Educator.s must be av~r.e of the fact that they are 
guiding children to take an active part in a great democracy. The 
~urice Moffat and Hazel W. Howell, Elementary Social 
studies Instruction (New York: Longmans, Green and Co., 1952), p. 1. 
2Ibid., p. 1. 
0 
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teacher must be aware, however, that a democracy is more than a 
form of government; he must be cognizant that it is primarily a 
mode of associated living, of conjoint communicated experiences.3 
The teacher must pass this a·wareness "on to his children. 
In order to educate children to act intelligently, our 
3 
objectives must be primarily concerned with making effective thinkers. 
The experiences planned for the classroom must be planned to stimu-
late critical thinking on the part of the children. Dewey4 has 
stated that the initial stage of that developing experienc~ which 
is called thinking is experience. This idea is most important to 
remember for the modern educator. 
Today much of school learning gives emphasis to the idea 
of the student reproducing numerical or verbal formulae. The 
child in many cases is evaluated in terms· of' limited achievement, 
·l:;he regurgitation of £acts. He is thought by many to be too 
immature to think in regard to the factual knqwledge he has gained. 5 
Hypotheses 
The major purpose of this thesis is to investigate the 
3John Devrey, Democracy and Education (New York: The Macmillan 
Co., 1961), p. 87. 
4 . ~., p. 153. 
5Jerome Bruner, The Process of Education (Crunbridge: Harvard 
University Press, 1961), p. 55. 
4 
validity of the following hypotheses: 
1. There will be no significant difference in critical 
thinking between the experimental and control groups. 
2. There will be no significant difference between the 
experimental and control groups in respect to the amount of 
subject matter" learned. 
Although not a hypothesis, it is hoped by the authors 
that they will be abl~ to state subjectively in terms of be-
havioral changes that: (a) no difference in the motivatio.n., 
enthusiasm, and active participation will exist between the 
experimental and control groups and (b) no difference between_ 
the experimental and control groups will e:;dst in their demon-
strated ability to behave democratically in a group. 
Definition of Terms 
.In the remaining portion of this thesis, several terms will 
be employed: social sciences, social studies, lecture-textbook 
method, case method, social education, social living, history, 
~nd geography. A brief description of each term will be stated 
at this point so as to avoid any mis-interpretation by the 
reader. 
The social sciences are concerned with scholarly and 
advanced studies of human relationships. Emphasis is upon the 
irrberpretation of the stream of events and upon the recording 
0 
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of the trek of civilization. 
The social studies derives its content, findings, and 
methods from the social sciences and simplifies and reorganizes 
these aspects for instructional purposes. The areas of the 
social studies are as follows: history, ge?graphy# civics, 
current affairs, sociology, political science, economics, and 
anthropology. 
The lecture-textbook method refers to the method of teaching 
in which the teacher presents the material to be learned in a 
lecture or telling fasn~on. The textbook is read by the children 
to supplement the ;material gained in lecture. In this method 
discussion is kept at a minimum, if at all present.6 
The case method of teaching presents a situation or a series 
'of situations in order to stimulate the children to formulate a 
principle for action.7 The children are required to give their 
reasons for their con9lusions based on evidence or data. In order 
for the children to achieve results of anyworth concerning the 
case, they are forced to think in a critical manner regarding the 
problem or problems which the case contains. 
6 Moffat and Howell, op. cit., pp. 10-12. 
7 Frank P. Fitzsimons, 11 The Case Method of Teaching," 
School and Society, LXXVIII(October 3, 1953), 102-105. 
5 
All activities which make a contribution to a child's 
gocial learning CruQ be listed in the area o£ social educationr 
Social living is closely r~Qated to social education in that .the 
child learns to ac?ept responsibility, to work and playvrith his 
pee;rs, to participate in the mutual give-and-take of group planning 
and discussion, and to respect the personalities and property of 
others. 
History is a term which 1"T6 o£ten hear, but sometimes few 
of us really ask ourselves what the term encompasses~ It can be 
stated tersely that it refers to the current of events that 
mark our civ~lization both past and present. 
When one hears the term history, geography most o£ten enters 
one's thinking. This area is concerned with the study of the 
earth and its relationship to its inhabitants and. their everyday 
pursuits in life.8 
8 Moffat and HOwell, op. cit., pp~ 10-12. 
6 
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CHAPTER II 
SUMMARY OF PAST RESEARCH .A,ND LITERA.TURE 
Introduction on Methodology 
At the present time there seems to exist a point of dis-
agreement between some who teach methods and some who teach 
content. Some educators are stressing that methods are all 
important 1 ~hile the opposing group seems to hold the belief 
that content is all important. It would seem to the •vriters of 
this thesis that a combination approach to the problem is the 
most satisfactory. 
Those in education must realize that child development in 
itself will not produce learning. They also must be cognizant 
that nurturing the child with the satisfaction of his needs and 
interests will not necessarily cause learning to take place. If 
the child is to learn 1 carefully directed activities are mandatory. 
A child learns through experience 1 but this experience must be 
directed and aimed at the achievement of some general or specific 
goal. In this modern age the school must make an attempt to 
stimulate learning through meaningful problem-solving processes.1 
1 Maurice Moffat and Hazel W. Howell~ Elementary Social 
Studies Instruction (New York:. Longmans, Green and Co.~ 1952) 1 p. 53. 
Teachers must train thinkers, for the world demanas careful 
thought, not a listing of isolated facts. 
One may state that he is aware of the necessity of having 
a method, but he may ask what method. There is no such thing as 
a method of teaching that is good for all sUbject matter at all 
times and at all places. Rather, there are methods by which, in 
a given situation, for a definite purpose, and at some specified 
grade level, a specified unit of sUbject matter may be taught.2 
It must be remembered that all methods are instrumental 
and must be employed with regard to the ends that are desired. 
If a teacher is ignorant of this fact, then :method becomes an empty 
exercise possessing no significance. 
Education has given birth to many methods. For each method 
there is an opposing one--the permissive.method versus the 
directiv~ technique.. The student centered is in direct disagree-
ment with the sUbject centered method. Believers of the instruction 
by discussion method find themselves' in disagreement with those 
who ;favor the lecture, .recitation, drill method. Finally the 
proponents of the case method or problems approach method find 
themseJ.ves in argument with defenders of the traditional text-
book approach method. While this paper is being written, there is 
1 2 Ernest Horn, Methods of Instruction in the Social Studies 
(New York: C~arles Scribner's Sons, 1937), p. 37. 
8 
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being waged a controversy over the implications of these methods.3 
Recent studies have concerned themselves with the issue of 
whether particular methods of teaching can significantly affect 
students' attitudes, values, and personalities. Philip E. Jacob in 
his book Changing Values in College has concluded that,. on the whole, 
a-ttitudes and value judgments are relatively unaffected by the 
manner in which students are taught. However, this -yerdict does 
not apply to those approaches which involve students in active 
value~l.~den exp3riences which, afford them opportunities to decide 
. 
controversia,l issues. It also should be pointed out that his 
findings are concerned with students in uollege. 4 Research concerned 
with children ati:he elementary level is scarce .or lacking. The authors 
of this thesis still hold the contention that at the elementary age, 
methods play a ·great part in moulding the students' attitudes and 
abilities to think in a critical manner. 
• L, 
A teacher in this technical ~ge should gear his teaching~to 
~.~:!~;' ... ~., ~ 
stimulate children to respond e£fectively to their modern en~irqn-
ment. Iearning should take place through the direct evidence of 
.one's own experience or the indirect evidence of others, such as 
in history, science, and art. Children should be so equipped as to 
3 Philip E. Jacob,' Changing Values in O.ollege (New York:: 
Har~er and Brothers, 1957), pp. 88-89. 
4 ~., pp. 88-89. .. 
10 
enable them to learn through a free, precise communication, non-
-verbal as well as verbal. This communication should be initiated 
in both classroom and community. Since these children are living 
in a democracy, they should be stimulated to learn through reaching 
open majority agreement in a process which makes allowance~ for the 
minority. Education today should not be static; children should 
learn through action and group dyn~ics.5 
Effective education conditions the children to think using 
the scientific method. Children should be trained in making analyses, 
collec;:ting data, making comparisons, and taking into account 
experimental variation. We should, as teachers, keep in mind that 
we do not remember knowledge; we use it. 
Aims and Philosophy of Education in General Terms 
Quite often it is difficult to state succinctly a general 
objective or aim which can apply to all areas of education. However, 
John Dewey seemed to strike success when he stated that the chief 
function of education is to improve the reasoning process.6 If 
educators are successful in achieving this end, then the other 
objectives striven for will meet vrith success. 
5 Theodore Brameld, Toward a Reconstructed Philosophy of 
Education (New York: The Dryden Press, 1956), p. 209. 
6 John Dewey, Experience and Education (I~ew York: The 
W~cmillan Co., 1938), p. 108. 
0 
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If education is to ae-hieve success~ all educators must 
realize the importance of possessing a philosophy. Philosophy 
according to Dewey is a thinking of what the lmown demands of us 
and a considering of what responsive attitudes it exacts. The 
teacher should realize that philosophy is concerned with what is 
possible and not with a recording of accomplished facts. Philosophy 
is hypothetical~ as is thinking. 
If we consider thinking briefly~ we discover that it is 
prospective in reference. Thinking is stimulated into action by 
an unsettlement; iii aims at overcoming a disturbance. The end 
product of thinking is knowledge. Knowledge represents objects 
which have been settled~ ordered~ and disposed of rationally through 
~ thinking process. 
Iii is imperative that a teacher~ in training a child to 
activity of thought, must be cognizant of what are termed 11 inert 
ideas. 11 Ideas which fall into this c las sificaiiion are those that 
are merely received into the child's mind vdthout being utilized, 
or tested, or subjected to fresh combinaiiions.7 
In order for a teacher to achieve success in obtaining his 
objectives, he should be aware of research-tested facts which are 
related to learning. These facts can be listed as follows: (a) 
development and growth are continuous, (b) behavior is learned, 
7 Alfred North "Whitehead, The Ai.llls of Education (New York: The 
1~cmillan Co., 1929), pp. 13-17. 
0 
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(c) learning and growth are stimulated py both security and adven-
ture~ (d) each individual is unique, (e) we learn what we live~ 
(f) we always learn several things at once~ and (g) 1.ve learn 
permanently by example. 8 
In a self-examination of his objectives~ a teacher must 
relate them to the educational level at which he is teaching. A 
teacher at the elementary level must ask if his aims are going to 
stimulate growth in the development of skills, independence, and 
an•~ initiative to attack problems and discover improving solutions. 
The elementary teacher must, at all times, strive for the full 
development of all humane and constructive talents of each 
individual. The teacher also must make positive that his teaching 
emphasizes social responsibility and cooperative skills necessary 
for the improvement of social institutions. 9 
The general aims of the teacher must be put into a picture of 
democracy and framed by experiences which will foster democratic 
growth. The teacher should strive to create situations which will 
force the children to make a continuous readjustment to new situa-
tions. The children should be made to have a greater reliance 
upon the recognition of mutual interests as a factor of social control. 
8 Moffat and Howell, op. cit., p. 3. 
9 ~., p. 3. 
Aims of Social Studies 
It has been said by some educators that the most vital 
learning requires the act of doing. The teacher; at all times~ 
must realize and believe that it is only by building upon per-
sonal and social experiences that the fullest ~ntellectual growth 
can be induced. 10 
~he teacher of social studies must strive in his teaching 
for the attainment of those understandings, attitudes, and skills 
which are necessary for effective and responsible democratic 
citizenship. He must plan his teaching so that it will foster 
growth in. this direction.ll 
As has been stated before, education shov~d not be solely 
concerned with the mere accumulation of facts. It rather should 
be concerned with the child's use of facts. Social studies 
should be presented in such a manner as to enable the child to 
possess an appreciation of the values of social life. It sho~ld 
. 
enable the child to view with imagination'the forces which favor 
13 
and allow the effective co-operation of men. A child's contact with 
social studies should give him an understanding of human character--
those traits which stimulate progress or retard it. 
10 Jacob, op. cit., pp. 88-98. 
11 John Jarolimek~ Social Studies in Elementary Education 
(New York~ The MacMillan Co.~ 1959), p. 16. 
14 
The presentation o~ social studies must be meaningful. It 
must be presented as a forceful~ acting thing~ not as a mere 
accumulation of facts~ results~ or effects. Social studies 
should assist the child in constructing a vivid picture of why 
men have acted as they have--what factors~ historical~ geographic, 
and economic have influenced man's past. The child should be led 
to the realization of what has caused man's successes and failures.l2 
In.the teaching of social studies, the teacher should possess 
a knowledge of the intellectual characteristics of children in 
the intermediate grades. If the teacher is avmre of these 
characteristics~ his teaching will be geared accordingly. These 
characteristics follow: (1) children are alive with interest, 
(2,) children increase rapidly in their ability to think clearly~ 
to look for causes~ to draw and apply generalizations~ to plan, 
to predict consequences, to follow through with their thinking, 
and to modify their plans, (3) concepts suob as fairness, loyalty~ 
and honesty increase rapidly in development, (4) children have the 
ability to judge or discipline themselves~ and (5) they desire to 
think in an independent manner rather than to accept the decisions 
of others. 
Children desire to be active and successful in their 
educational adventures. They have a natural urge to act in a 
12 John Dewey~ The Child and the Curriculum (Chicago: The 
university of Chicago Press~ 1956), p. 151. 
15 
creative manner. It is most important for the teacher to remember 
that children abound in natural curiosity.l3 
The previously mentioned aims of social studies are general 
and very flexible. This is to the advantage of the teacher. The 
teacher must possess flexible aims or goals~ £or he is dealing 
with flexible areas--the minds of children. 
Review of Literature and Research on Textbook-Lecture Method 
~his thesis is primarily concerned with making an attempt to 
prove that the case method is superior to the lecture-textbook 
method in training the children of the fifth grade to think in a 
critical manner. At this point~ it is most important that the 
reader become familar with wvhat the lecture-textbook method is. 
The t:r.ue lecture method consists of the teacher lecturing or 
telling the children facts. The children are required to remember 
these facts. Notes may be taken. The textbook is employed to 
supplement or rather to repeat the lecture. The children are 
assigned reading in the text which corresponds with what the 
teacher has said. In reality~ the textbook acts as a reinforcing 
agent. The teacher using this method evaluates the children in 
regard to how well they can regurgitate the facts on a test. 
By reading in ·bhe area of methods~ one will discover that 
13 C.W. Hunnicutt (ed.)~ Social Studies for the Middle 
Grades~ Curriculum Series No. 5 (Washington D.C.: National 
Council for the Social studies~ 1960). 
16 
educators say little about the lecture technique in teaching. 
'When it is mentioned in educat~onal·writing, it generally stimulates 
d~sapproval. Ho1~ver, an ironic point is that many of the educators 
that scorn this method teach by it. It is not surprising to 
witness educators teaching future teachers about the weaknesses of 
this method using this very method--the lecture.l4 
Results concerning the values of the lecture method from 
those of the discussion seem most often to give rise to contradictory 
conclusions. Most often· the results do not help in the assessing 
of the worth of the lecture method for a given teacher.l5 
Since the lecture-textbook method relies on the use of one 
text and a page-by-page coverage by the children, it is necessary 
to make the reader familar. with certain points concerned with 
social studies textbooks, and their use. 
Regarding use, it is found that a systematic use of the social 
studies textbook is a far more common practice in the intermediate 
grades as compared with the primary grades. This point is self 
evident. ~funy teachers,in their use of the text, seem to let the 
text be the master. The text, not the teacher, seems to do the 
planning, the selecting of the material. Regardless of what 
14 C.B. Wellington and J. Wellington, Teaching for Critical 
Thinking (New· York: Th!cGraw-Hill Book Co., Inc., 1960), p. 219. 
15 Ibid., p. 220; Brameld, op. cit., pp. 386-394. 
17 
method the teacher uses~ he must be selective in his use of the 
material present in a textbook. He must feel :free to use some 
portions of the book while omitting others. Why must the teacher 
be bound to one book? Can he not use the vast variety of texts in 
the field for supplementing the content-? This point is a major 
criticiron of teachers who use this method in the stricta~ sense.l6 
Besides the criticisms present for the use of the textbook~ 
there existr criticisms of the average text".itself. The most 
common criticiron is that they are too difficult. Many educators 
find that the books contain too many concepts which are too tightly 
packed per page~ and which are not adequately explained~ illustrated, 
and developed. Textbooks, particularly those for the inter.mediate 
grades~ have a tendency to contain condensed descriptions and rely 
on making generalizations which lead the children to form false 
conclusions and ideas. The child's immature mind is not able to 
grasp a clear picture in the manner in which -bhe text presents 
material. Most texts are geared to the average reader. No 
allowances are made by textbook editors for the above or below 
average learner.l7 
It must be mentioned at this point that those teachers who 
insist upon teaching facts out of all relationship to concepts or 
16 Ralph c. Preston, Teaching Social Studies in the Elementary 
School (New York~ Holt, Rinehart and Winston, 1960), p. 259. 
17 Ibid. 
0 
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generalizations cannot expect to stimulate the growth of students 
in the mJ.derstanding of social phenomena, whether such phenomena 
be past or p~esent. By the use of this kind of instruction., the 
teacher can at best only hope t~~t her students will know the 
what of knovrledge,; they will never possess an a·wareness of the why. 
Content presented as just content has no power to explain or 
predict events.l8 
In the effective classroom~ communication, instead of being 
limited to~the imparting of indirect evidence from textbooks or 
pictures or through lectures~ also _sho~~d include reciprocal 
expression be~een students and teachers. The effective teacher 
should assist his students to interpret all evidence provided 
by experiences in science, art., and social studies. This inter-
pretation should replace passive recitation. By a skillful use of 
commmJ.ication in the classroom., the teacher can more easily assist 
the children in forming mJ.derstandings about the material concerned.l9 
Lest the reader conclude that the authors possess a prejudice 
toward the lecture-te:x:tbook method., the authors now wish to mention 
some points concerning the merit of this method. There are situations 
where this method can be used in an effective manner. A teacher 
can use this method to introduce a new topic in tern1s of scope., 
18 lawrence E. Metcalf, 11 The Reflec.tive Teacher, 11 Phi Delta 
Kappan, XLIV(October, 1962), p. ~0. 
19 Theodore Brameld., Toward a Reconstructed Philosophy of 
Education, p. 183. 
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c.ontent~ and relationships. An a·wareness of the problem to be 
studied can be developed by use of the lecture. The teacher can 
be effective in arousing interest in a specific area by use of 
this method. If the teacher is engaged in a transition from on~ 
learning experience to a new one~ he can discover that the lecture 
is·an e£fective agent for the task.20 However~ it must be point~d 
out that to stimulate educational growhh in children 1 the lecture 
method must be combined with several other methods of work and 
I 
presentation .. 21 Used alone~ it breeds robots. 
The lecture may be used to clarify difficult aspects of 
outside reading. It can be used to provide fac·ts and information 
\ 
which are not readily available to the students. The teacher also 
may present by means of the lecture attitudes 1 feelings~ or ideals 
for the students' consideration. Boredom is not necessarily born 
from lecturing. In a realistic judgment of this method 1 one must 
admit that -the lecture method needs to receive its due as an 
effective means of teaching social studies.22 As has been stated 
previously~ there can be no one method for all educational situations. 
20 Wellington and Wellington, op. cit., p. 220. 
21 Robert W. Carr, 11 The lecture Method in the Jtmior High 
School," The Social Studies., LIII (January, 1962), p. 21-22. 
22 ~·~ p. 22. 
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Aims and Philosophy of the Case Method and Problems Approach 
The authors ~ish to point out that.' al~hough inseparable in 
actual learning, method and subject matter may be separately 
classified for the purposes of analysis. It should be reiterated 
that even though this thesis is primarily concerned with method 
the authors are ever'""lllindful of the union of method and subject 
matter. 
The case method is a process by which the teacher presents 
problem situations to the children. Each case demands that the 
children engage in problem solving. However, subject mat·ber is 
essential in order· for the children to reach a conclusion or 
conclusions. In these oases, the inseparability of method and 
subject matter is brought forth. 
Problem solving can be considered a basic method; however, 
in reconstructionism it is emphasized always in a normative 
framework, whether on the level of simple and concrete learning 
or ·on higher levels of abstraction and generalization. Likewise, 
subject matter may be classified in the follmving four large 
categories of knowledge and experience: (1) of cultural reality, 
(2.) of proposals for cultural reconstruction., (3) of means. to 
achievement, and (4) of goal seeking-interests.23 
23 Brameld, op. cit., p. 209. 
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One may ask what is the benefit of the problem-solving 
approach. Bigotry~ prejudice~ and ignorance~ the enemies of 
virtue and the good life 1 can be begun to be overcome by use of 
this approach. By use of the problem-solving technique 1 young 
people can develop open~indedness and objectivity and become 
zealous ~ their search for truth. Children can learn the 
21 
importance of reason as the regulator of emotion; they can develop 
a realization of the impor·!iance of disciplined thought as the 
instrument through Which a more perfect world can be achievea.24 
This technique 1 .it should be pointed out~ differs from 
other methods in .several ways. The most important difference 1 
however~ is that in this technique major emphasis is placed upon 
the development of the student's mind by having him deal intelli-
gently with social problems which act~lly confront him. 25 In 
this rei.s.pecit.; this approach is closely linked to the philosophy 
of John Dewey. 
Many might hold the contention that children of the inter-
mediate age are too immature to engage in effective problem-
solving. However 1 the au:lihors wish to make clear that some 
resear,ch in the area of children's thinking supports the view 
2.4 James I. Quillen and I.avone A. Hanna 1 Education for 
Social Competence (New York: Scott 1 Foresman and Co.~ 1948)~ p. 461. 
25 Samuel P. McCutchen 1 "'The Theory and Philosophy of the 
I:roblems Approach~ 11 The Problems Approach and the Social studies, 
crurriculum Series~ No. 9 (Washington D.C.:. National Council for the 
Social Studies 1 1960). 
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that reasoning; and problem-solving abilities are possessed by · 
children at about age three and ca~ be continually developed and 
refined with increasing age and experience. The reader should, 
however, be mindful that the type of inferential thinking;, problem-
solving, and interpretive situations selected would be developed' 
within the limits of the children's maturity and experience.26 
~e emphasis of this approach is concerned with the improve-
. 
ment in training and practice given in the use of ~his process 
rather than upon the retention of sUbject matter. Nevertheless, 
users of this approach believe that focusing the students' 
attention upon content of various issues will lead to the learning 
of subject matter more efficiently. 
The case method.or problems approach seeks to accomplish 
change in the following areas: (1) in behavior, (2) in ways· of 
thinking, (3) in.org;anizing; content learned, (4) in reaching 
decisions, and (5) in, participating in socia~ action. 27 The 
investig;~tors anticipate that many teachers.and administrators 
who will read this paper will often remark tha~ this approach is 
nothing nevv--that th?y are already practicing 11 sane 11 progressive 
education. They: may make the claini that this approach is used in 
the areas of arithmetic .. social studies, and science. However, do 
these educators analyze their approaches to see if the problems 
26 Jarolimek, OE• cit., pp. 216-217. 
~7 MCCutchen, op. cit~ 
• 
• 
23 
are meaningf'ul to the students'? Given a scrutinizing look, they 
may find that their problems are stereotyped and conventional and 
lack the power to stimulate pupils.28 
If experiences in critical thinking and problem-solving can 
be stimulating during the formative years of early childhood, much 
can be done to foste~ the growth of such skills throughout ·the 
life of the individual.29 
Review of' Literature and Research in the 
Case lY!ethod 
In the beginning of this section, it is necessary to 
reiterate that most of' the research done concerning the case method 
is at the level of higher education. Research concerned with the 
use of this method at the elementary level is extremely sparse. 
However, the authors believe that much of' the information_, especially 
that concerned with the philosophy of this method, can be easily 
transplanted into the field of' the elementary level. 
In case the reader still poses the question as to the why 
behind introducing the case me·bhod, let him briefly view the 
world which the teacher and the child inhabit. This is, as has 
been previously mentioned, a world of rapid change. Tpday 1 s world 
aa Theodore Brameld, Philoso hies of' Edu~ation in Cultural 
Perspective (New York: Holt_, Rinehart and Winston Inc., 1955 _, p. 145. 
29 Jarolimek., op. cit., pp. 216-2.17 • 
• demands citizens who vrill be able to keep pace. This is the job 
of education--to supply citizens who will meet the demands of the 
times. ·"The student (of today) must learn to apply principles, 
rules, and theories by the test of reliance and the limits to 
attain 'developed' generalizations. 11 30 
In compiling this thesis the authors came across a brief 
verse which seems to correctly interpret the situation in many o£ 
today's schools. 
A student of knowledge with tact 
Absorbed many answers he lacked; 
But acquiring a job 
He said with a sob 
'How does one fit answer to fact:31 
Today's students are the possessors of facts, but they lack 
the ability to use them in a constructive and intelligent manner. 
The case method presents a situation in which the reader has to 
24 
find an answer to the fact or facts presented. This method demands 
the student to engage in the mental activity of £inding solutions 
to problems. It requires many years to refine a thinking process, 
and this process must be started at the earliest possible age. 
Before proceeding further, the historical background of this 
method should be investigated in a terse manner. Christopher c. 
Langdell in 1869-70 introduced in the law school of Harvard 
30 Frank P. Fitzsimons, "The Case Method of Teaching;," School 
and Society, LXXVIII (October 3, 1953), p. 103. 
31 Ibid., P• 104. 
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University the well-tem.pera·d, objective, mature, and inductive 
method which became known as the case method. 32 The method from 
its first introduction remained. unique but was not in any great 
' 
manner employed by educators in other universities. 
. . 
In the 1920 1 s, Dean Donham at the Harvard Graduate School 
of Business introduced .th~ case method as a means of compelling 
students to apply material present in textbooks to analysis !3-nd 
so:lUbion. of real-life problems. The students, using this meth?d 
of instruption, learned the principles of management. l'hese 
students did not just read about various management problems, they 
viewed and interpreted them and drew conclusions. In the Bu®,ness 
School today, the method is still :i.n use.33 
In 1928, the American Bar ~ssociation pUblished an article 
which dealt with the presentation of cases as a learning technique. 
1his article discussed the benefits this method had for the 
teaching of law; however, it most aptly can be applied to any 
area of education where a need for deye.loping thinking powers 
a:x:ists.. In the followillg list, the t arms. lawyer 'and law have 
been eliminated in the paraphrasiilg and terms which make the 
statemant.s lll.ora applicable t~ the general educatio11al situation 
32 Ibid., p. 102. 
32aRobert E. Elder and Howard L. Jones, "~t 1 s Get Down to 
Cases.," Socia3; Education, XXII (1948), p_. 162. 
33 Roqert F. Creeg~;~.n, 11Case ·~thods 1Unlimited 111 2' School and 
Society, LXXIV (October 6, 1951), p. 214. , · 
33~1der and Jones, op. cit., P• 161. 
. ' 
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have been inserted. 
(1) Educational areas should be studied in their application. 
(2) By studying cases, one is assisted in acquiring reasoning 
powers. 
(3) By the study of cases, children can develop the power to 
analyze and to state clearly and concisely the facts. 
(4) A refinement of the thinking process is acq~red by use 
of the cases. 
(5) The use ofcases is best adapted to hold the interest of 
the student and make a lasting impression upon his mind, 
(6) Individuality in teaching is provided for by use of 
cases.34 
Up to the present time these points have been accepted by some 
educators but only in related fields and for a more mature student 
than that of the elementary age. 
The first educator to adopt this approach in teacher 
education v~s William Burris, the late dean of the College of 
Education of the University of Cincinnati. Today, in viewing the 
educational horizon, it is found that some professional schools of 
education are using this method in the preparation of future 
teachers and educational administrators. Some of these schools 
are Ohio University, Teachers College·of Columbia University~ 
34 Fitzsimons, op. cit., pp. 102-103. 
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Harvard University, University of Kansas, and Western Washington 
Colleg& of Eduoation.35 
Investigation reveals. that in medical schools, the case 
method is traditional. Patients are provided to assist students 
in learning to diagnose and prescribe trea~ents for illnesses of 
great variety. law schools, Y'fhere the method was first intro-
duced, are still using oases as a method of teaching. Reports of 
actual cases which were tried in court are analyzed by the students. 
After studying the data, they compare their decisions with those 
made by a judge~ Fictitious oases also are employed. At the 
present time this case approach is used in many ~p'hools in their 
graduate training. of social workers. We find this method employed. 
., 
in the area of psychology, especially clinical psychology.36 
The reader can readily see that today 1 s_ use oi' the method 
is concentrated in the area of higher learning. Investigation 
into its use at the elementar~ level is a requisite • 
. 
Why do educators advocate the employment oi' the case method 
at the elementary school level-2.' Portions oi' these questions 
' 
have been ansv1ered in part in the previous sections of this paper; 
however, at this point the authoz:~- are desirous of giving a more 
detailed answer to the inquisiti~e pUblic. 
35 John T. Gull~orn, "'Teaching by the Case Method," The School 
Review, LXVII (Winter, 1959), p. 454. 
36 Creegan, op. cit., p. 214. 
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In numerous instances in education, students are vaccinated 
with facts. Instruction is deficient in stimulation--in motivation--
in challenge.37 If educators base the curriculum on concrete 
personal problems~ they are not giving students practice on higher 
levels of thinking such as complex social issuas.38 
learning is or rather should be a personal thing. The use of 
the case method ca:t;ers to this aspect of learning. J3y using this 
method, the teacher can assist the children in drawing conclusions, 
in stating generalizations, in making comparisons, in drawing 
relationships, and in seeing the need for suspended judgment.39 
11 The object (of the case method) is simply to relate personal 
decisions to general cultural decisions and in this way relate the 
abstract material in the social studies to the personal concerns of 
the student. 1140 
There are many strengths which iihis method possesses. Each 
case draws the students' attention to the case data and assists 
them in deter.mining whether a statemeni:; made is a fact, an inference, 
or an evaluation. Group dynamics is fostered. In fact_, while a 
class is engaged in interpreting cases, it is really a social clinic 
37 Isidore Starr, nTeaohing iihe Bill of Rights," Social 
Education, XXIII (December, 1959)., pp. 373-376. 
38 Donald Oliver and Susan Baker_, 11 The Case Method, 11 Social 
Education, XXIII (January, 1959)., pp. 25~28. 
39 John Jarolimek_, Social Studies in Elementar Education 
(New Yo~k: The MacMillan Co., 1959 _, pp. 216-217 • 
40 Oliver and Baker, op. cit.~ p. 26. 
or social laboratory. Children learn to listen to their fellow 
students. They learn to respect the opinion of others. Gro>vth in 
democratic living is fostered by such educational experience. 41 
No method in teaching possesses entire perfection. The case 
method does have its weaknesses, bu:l:; they are far ou:tshadowed by 
its strengths. One of the major weaknesses of this method is 
that it is time consuming and allows for only a limited amount 
of material to be covered. Some critics also state that it is 
unsuitable if students do- not have a strong background in the 
. 
social sciences. One of the major criticisms is that it is most 
diffic~lt to evaluat9.42 
In instances where formal attempts at evaluating the case-
di~cussion method of instruction were conducted, the conclusions 
lacked uniformity and were not clear cu:l:i. ~e ambiguity of some 
of the findings reflected, at least in part, the complexities of 
the variables studied and pointed up the difficulties of designing 
adequate and definite investigations. The authors agree that 
there is certainly a need for further research in this area and 
also a need for the development of more valid criteria for 
measurement. However., from reviewing the Jl!,ore informal evaluations 
by instructors who have used case discussions, it seems fair to 
conclude that the method is worthy of further experimentation. 
41 Gullahorn, op. cit., pp. 448-460. 
42 ~~, pp. 448-451. 
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It should be stressed that this experimentation should be conducted 
by many teachers and in m.an;r .fields o.f education. 43 
The case method dem.S.nds care.ful thought by the teacher 
regarding evaluation. Validation o.f the characteristics o.f the 
behavior one proposes to evaluate must be accomplished. These 
characteristics must be established as highly relevant to one's 
purposes. The limiting conditions under which the behavior is to 
take place also must be speci.fied in the planning. 
The teacher must then select appropriate situations which 
must possess a relevancy to the purposes. Moreover~ the examples 
shoulq be sufficiently large and representative in order to yield 
reliable results. 
The next problem .facing the teacher is that o.f constructing a 
record which indicates accurately the reactions which are relevant 
to the purposes o.f the study. The teacher then must summarize 
the evidence.co make it relevant to the purposes. This application 
o.f the method should possess a high degree o.f objectivity.~4 
The results Which a particular method reaps depends in large 
part on the understanding the teacher has o.f the method and on the 
manner in which he employs it. In order .for a teacher to attain 
success in using this method~ he must possess certain qualities. 
43 Ibid.~ PP• 455-459. 
4-9: Edward J. Furst~ Constructing Evaluation Instruments 
(New York:. wngmans, •Green and Oo., Ltd., 1961), p. 187. 
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Most important he must have faith: in himself~ his students~ 
and in the method. Results are often slow to become visible in 
this method~ and if faith is lacking the teacher most likelywill 
become discouraged. The teacher must be in possession of patience 
for the students are likely to make mistakes~ and results are 
likely to appear ambiguous. 
A problem which faces the teacher vvho uses this method is 
that of getting students to realize that they a9t. The teacher 
cannot give a set ~f definite outline notes to guide the students. 
The students must learn to guide themselves. Enthusiamn~ energy, 
alertness~ and a thorough knowledge of the subjects must be a 
part of the teacher if the students are to be motivated in their 
quest for knowledge and understanding.45 
In employing this method, the teacher must aim to stimulate 
the pupils to consider information which is available in order to 
analyze a problem or problems. The teacher must present ·che 
students with situations which demand that they take responsibility 
£or deciding what treatment or course of action should be followed 
with regard to a particular situation. Once the students have made 
'a decision, they must be assisted in taking the responsibility for 
the consequences of the proposed action. 46 
45 Gullahorn, op. cit., pp. 448-460. 
46 Ibid., pp. 448-460. 
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The teacher in using this method must develop an ef'fec·bive 
method of' approach. A most important fact to remember 1 regardless 
of' the approach used, is tha·b the atmosphere of' the classroom is 
of primary importance. The teacher must be most careful not to 
inflict his ovv.n viev~oint into any discussion. Rowever 1 an at-
mosphere of' give-and-take must be felt to be present by the students 
if' they are to actively join in the learning. 
A lesson using this method may be introduced by presenting 
to the class a case or fact situation possessing a problem or a 
difficulty in which there is an opportunity for a teaching analysis. 
The class must be assisted in redognizing the problem and in offering 
a diagnosis. The students must be trained to reco~ize the 
implications of' the problem. The children must be guided into a 
discussion of' the case. They must be_ trained to analyze what 
they have said. Summarization of' their points of' view must be 
developed. After children have made statements of' their stand~ 
a class discussion should be initiated to attempt an evaluation 
of' the conclusions. A turning back to the initial q~estion of' 
the case in order to frame the major issues is h~lpf'ul in arriving 
at constructive conclusions.47 
In the following list are various activities 1ifftich the 
47 Frank P. Fitzsimons, 11 The Case Method of' Teaching1" 
School and Society, LXXVIII (October 31 1953), p. 103. 
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authors believe could be used in the effective development of 
the case-study method:. (a) telling how one set of facts shows 
something else to be·true 1 (b) listing similarities and differences 
bet1wen situations studied1 (c) a responding to cause and effect 
situations 1 (d) making predictions of what might happen~ (e) having 
children employ why type questions more frequently than who 1 what 1 
when and where questions~ (f) giving practice in the selection of 
statements of fact and statements of opinion 1 (g) using literary 
. 
materials to assist children in developing a mental set or modd 
which is appropriate to the social studies topic under study1 
(h) having children learn about the life backgr01m.d of authors or 
historical figures to improve the understanding of their views or 
biases.., and (i) spending time with upper grade children in acquainting 
them with terms·which are emotionally charged and tend to becloud 
critical reading and judgment.48 
Another approach which a teacher can use is that of mimeo-
graphing the basic facts in one or more cases and requiring the 
students to vvrite their decisions as if they were judges. If the 
teacher has taken facts from authentic cases~ the children can 
read and compare their handling of the issues in the case with 
that of the court vVhich made a particular decision. Naturally~ the 
teacher must give exper·~ assistance if such a procedure is employed. 49 
48 Jarolimek 1 op. cit., pp. 216-217. 
49 Starr, op. cit.~ pp. 373-376. 
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Since our world is beset by turmoil at the present time 1 it 
should be inserted at this point that the case method offers a 
safe and intelligent approach to some of the serious controversies 
of our day. Readers of this thesis most certainly will agree that 
the teaching of the controversial issue is the most difficult area 
present in instruction. Some teachers verge a·way from it while 
others flounder in it. Many teachers have had no success or poor 
success in this area of teaching because they have not possessed 
an effective method for the teaching of such issues.5° T.he authors 
believe that in this area 1 the case method can make a significant 
contribution to learning. 
Various studies have been conducted in an effort to find the 
benefits of this method; however~ as has been stated previously, 
none of these studie s1 with the exception of one~ have involved 
children of the intermediate grades. The authors did find a study 
mentioned in an article by Oliver and Baker which was conducted 
with seventh graders. The results concluded that this method was 
not effective with slow seventh graders. In this particular study, 
it was stated that the cases appeared too long, and that the 
attention span .of the children was short-fifteen minutes. The 
children in this study gave evidence of becoming frustrated 
because the cases had no real answers; ho•~ver~ the study did show 
50~·~ pp. 373-376. 
0 
35 
that on objective measures the ~tudents did well.51 
A study concerned with group discussion conducted by Albert 
Eglash compared two groups which were studying elementary psychology. 
' One group was taught by the. lecture method 1 the other by the 
discussion method. The results of the study showed no significant 
differences. 52 
George F. Castore conducted a study to determine the attitudes 
held by students toward the case method. A statement had been 
made that class morale had declin~d in the first half of a semester 
when the case method was introduced. Castore wished to determine 
through measuremeli~ if the class morale really did decline 1 and if 
so 1 to give some of the oontribul(ing qualities-~ measurement and 
' 
interpretation. In the findings of this study~ it was discovered 
that these st.il§.ents .felt that tJ:.le course constructiveness 1 ooncentra-
tion on class disc:ussion 1 and the stimulation of thought were red-qced 
in the second half of the semester. The students also felt t:Q.a.t 
the instructors did not arouse consistent attitudes in the course 
, -
.-
of discussion. However 1 there was some evidence which suggested 
1 
that the case method is beneficial in placing responsibility on 
the students. It also. was fo-und that smaller classes tended to 
arouse a feeling of more active participation by the student. An 
51 Oliver and Baker 1 op. cit., pp. 25-28. 
52 Albert Eglash, ''A Group Discussion Method of Teaching 
Psycho.logy1 11. Journal of' Educational Psycholo~;v XLV (May, 1954), 
pp. 257-267. 
0 important point which this study showed was that the case method 
of instruction is susceptible to measurement.53 
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Isbern Miller has conducted a. study using law case materials 
to teach ethical behavior to elementary students. His study is an 
exception to the other studies in this area., in tha-t; he has 
dealt with children in the intermediate age range. Miller's 
study, however, is primarily a. preference study. In this study 
two fifth and two sixth grades were used. Forty-two case situations 
were given and these included slander, trespass, larceny, libel, 
and similar problems. Miller found in his conclusions that 97,percent 
of the students found the law case study especially interesting. 
Ninety-five percent of the children thought that the time spent on 
the cases had been worth-while. Miller also asked the children 
if more time should be devoted to such studies by the school; he 
found that 89 percent thought so.54 One cannot form conclusions 
from one study, but the results obtained from this study offered 
encouragement to the vr.riters of this thesis. 
Problem Solving 
The case method employs the effective use of problem solving, 
critical thinking, and sociodra.ma.. In the next; three subsections, 
53 George F. Ca.store, n.Attitudes of Students Toward the Case 
Method of Instruction in a. Ruman Relations Course," Journal of' 
Educational Research, XLV (November, 1951), pp. 201-213. 
54 Is bern Miller, 11 Using law Case Materials to Teach Ethical 
Behavior," Journal of Educational Research, LI (January, 1958). 
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each of these learning processes will be discussed. 
The case method~ as stated previously~ presents to the 
children a situation or situations which demand that they engage 
in problem solving. 
Whenever we thoughtfully search for means of dealing with 
any such doubt or perplexity or uncertainty or difficulty~ 
we are engaged in reflective problem-solving.55 
The reason for a case is to stimulate a search for a solution. 
In using this method~ the teacher can assist the children in the 
formulating~ analyzing~ and solving of problems. To accomplish 
this~ certain steps are required: (a) definition and analysis of 
the problem~ (b) collection~ organization, and interpretation of 
the data, and (d) formulation, analysis~ and application of the 
conclusions.56 
In order to establish a motivating problem-solving climate, 
the teacher's behavior is most crucial and involves certain 
' 
procedures. The teacher always must respond to children's 
questions and decide which questions deserve group attention. 
Those questions which he decides are individual in nature should 
b~ followed through with the child who is concerned. It is of 
37 
the tbm.ost importance that the teacher reward· exploratory thinking. 
Many times children become discouraged in their search for a 
55 William. H. Burton~ 11 The Problem-Solving Technique: Its 
Appearance and Development in American Texts on General Methods, 11 
Educational Methods~ XIV (January~ 1935), p. 190. 
56 Seattle Public Schools, "Social Studies in Grade Five, n 
GUidebook tseattJ;~~:1Wasning-ti«:>n, 1943). 
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0 solution. To avoid this feeling in children~ the teacher must 
help them to recognize that a search involves trial-and-error 
behavior. 
Children by nature lack patience in seelcing a solution. 
The teacher must help the class to understand the importance of 
delaying action, whenever possible, in order to give time to 
think the problem.through. An understanding must be established 
that not all problems are immediately solvable~ but that by 
working on them progress is being made. The children must be 
made aware that they always can abandon certain ideas for better 
ones. Opportunities must be provided to give the children 
experience in the realization that hypotheses can be proved false 
.. 
as we 11 as true. 
Many times teachers lack patience by failing to v~it for 
children to think. A good solution requires careful thought; 
careful thought requires time. Children will fail to appreciate 
and use this method if sufficient time is not allowed them. 
Children will not be willing to use this method to arrive at 
conclusions if they see that the ·beacher does not employ it. A 
teacher must demonstrate his faith in problem-solving thinking by 
participating in it himself. This is most important. The problems 
which the teacher selects to use must possess a quality of realness 
to ·the children. If this quality is lacking~ the children will see 
0 
0 
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no reason to devote energy to forming solutions.57 
Any teacher~ in judging the worthwhileness of a study~ has 
to think of the children's time and how it can best be used. A 
pertinent problem is how to decide whether or not a study is 
significant for the children. To aid in this decision certain 
points 1 such as the following, could be asked: (1) Would this 
study assist in orienting the children to an important part of 
their society? (2) Would this study contribute to the formulation 
of a useful generalization? (3) Would the students gain perspective 
from this S;udy? (4) Would this study contribute to the building of 
the kinds of attitudes and values that are essential to our vvay 
of life'? (5) Will the problem send children after data which they 
will be required to use with discrimination? (6) Will the study 
engage children in active citizenship so that they will learn to 
convert concerns into useful steps in solving the problem that is 
causing the concern? (7) Do the children show a need for this 
st1.1dy? (8) Will the study give the .children an understanding of 
themselves in relation to others? and (9) Is the study within the 
~resent maturity level and experience background of the group?58 
57 Frannie R. Shaftel, Charlotte Crabtree, and Vivian Rush-
worth, "Problem Solving in the Elementary School,"· The Problems 
Approach and the Social Studies, Curriculum Series~ No. 9 (Washington 
D.C.; National Council £or the Social Studies, 1960). 
58 Alice Miel and Peggy Brogan, More Than Social studies 
(Englewood Cliffs, N.J.~ Prentice-Hall~ Inc., 1957), p. 407. 
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How one would evaluate the effectiveness of the problems 
approach is a question many teachers ask. The following paragraphs 
are an attempt to answer such a quest'ion. A teacher must ask 
himself how effectively do his students define problems. Do the 
students recognize the need for facts and knowledge in ~derstanding 
the problem and finding an an~rer1 The teacher must realize whether 
or not the students are making and following through with their 
plans to secure information which is needed. The teacher must 
be able to evaluate the proficiency of the class in locating 
pertinent information, in using reference material, and in reading 
maps, graphs, charts, and similar sources. The teacher must 
evaluate to see if the students detect errors in logic such as 
bias, irrelevant data, and propaganda devices. 
A main aim of problem-solving is to have the pupils arrive 
at intelligent conclusions. The teacher must evaluate in such a 
manner in order to see if the students c~n interpret and organize 
information to aid them in coming to conclusions. The teacher 
must measure ·how well the students withhold judgment until all 
available evidence has been considered. Once the children have 
fo~ed a conclusion, the teacher must check how effectively they 
carry out their action conclusions. To what extent do democratic 
valtws determine action in specific situations also must be 
measured. Most important for the teacher to measure is the amount 
0 
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of carr;r-over. It must be pointed out that no simple test or 
tests will provide uniform information. Evaluation of problem-
solving is a challenge to a teacher; it should be met with 
determination. 59 
Most teachers vVhen becoming acquainted with a procedure 
of teaching want proof of its effectiveness; they desire facts. 
Many studies have been made to determine the benefits of this 
.method. A study by !lice Ungethuem was conducted to determine 
whether the problem-solving method increased the amount of factual 
knowledge learned and whether it also improved the student's 
ability to think in a critical manner. This method was compa<red 
to the textbook method. This particular study was made in the 
geography area. The results of this study showed that the problem-
solving group did not do better than the control group~ bub it did 
do as well as the textbook group in the area of factual knowledge. 
The conclusions showed that the pr.oblem-solving group was more 
critical of informational sources~ worked better in committees and 
proceeded on research projects with a better pnderstanding of how 
to solve its problem than did the control group. It also vvas 
discovered that the problem-solving group retained factual knowledge 
to a greater degree than did the control group.60 
59 .Arnold R. Meier and Florence D. Cleary, liMethod and the 
Problems Approach," The Problems A preach and the Social Studies, 
Curriculum Series~.No. 9 Washington D.C~: National Council for the 
Social Studies~ 1960), p. 23. 
60 Alice Ann 1Jngethuem, A Comparison of the Ef£ectiveness of 
the Problem-Solvin Method and the Textbook Method in an Eighth Grade 
Geography Class, Thesis Boston: Boston 1Jnivers:1,ty, 1957 • 
0 A study by Stanford Kight and John Mickelson concluded 
that pupils taught by the problem-centered method gained more 
factual information than did a subject-centered group especially 
in the areas of social studies and science.61 
.Another experimen:b conducted by James Quillen and Lavone 
Hanna taught .American history by use of three methods: topical, 
problem, and chronological. (According to the results, the 
42 
chronological method stimulated ·bhe greatest growth in factual 
information.) In the problem method more progress was attained in 
critical thinking. The prob~em method also provided the pupils " 
with ~etter study skills, made them more broad~inded, and gave 
them more interest in other activities. From these conclusions, 
. 
both Quillen and Hanna advocated a more extensive use of the 
problem approach in social studies instruction and in general 
education. 62 
Although the results from the studies -vary~ they all seem 
to conclude that the problem-solving approach nurtures the ability 
to think critically. 
Critical Thinking 
Critical thinking deserves a prominent position in American 
education. It is not a cliche to state that the future of 
61 Stanford s. Kight and John M. Mickelson, "Problems ·vs. 
Subject, 11 The Clearing House, :XXIV (September, 1949), pp. 3-7. 
~2 James I. Quillen and I.avone A. Hanna, Education for 
Social Competence (New York: Scott, Foresman and Co., 1948T, pp. 141-183. 
.American culture-indeed of the whole civiliza·bion may rest 
upon how well our pupils cultivate this skill. 63 
The above quotation states tersely the importance of the 
fostering; and development of critical thinking;. However, many 
teachers are much too concerned with the mastering; of isolated 
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facts to make themselves a·ware of the need for this type of training; 
in children. Educators must make it their duty to be concerned 
with discovering; various effective means to foster this develop-
ment in children. 
The process of thinking; commences with recognition of a 
perplexed and troUbled situation; it ends, if successful, with a 
clear and. satisfying; solution.64 To develop critical thinking; is 
not easy~ 'However, must something; be easy before people will 
seek its solution1 To develop the ability to interpret ideas 
and to grasp their significance is a complex creative process. 
A pupil learning; this process must engage in a critical analysis 
of the ideas presented, selecting; only those which may be brought 
to bear on the problem present and projecting; these data into a 
useful and accurate g;eneralization.65 
The ability to think critically involves the development of 
an attitude of being; disposed to consider in a thoughtful way 
63 "Teaching; Pupils to Inquire into Controversial Issues," 
The Social Studies, XLVIII (January, 1957). 
64 John Dewey, How We Think (Boston: D.C. Heath and Co., 
1933 )., p. 107. 
65 John Jarolimek, Social Studies in Elementary Education, 
pp. 216-217. 
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the problems and sUbjects that come within one's experience range. 
A pupil must be given a knowledge o£ the methods o£ logical 
inquiry and .reasoning; he must possess some skill in applying: 
those methods. 66 
Critical thinking requires that the pupil engage in five 
steps or plateaus be£or~ he 11can reach the summit o£ solution. 
Critical thinking requires a stating o£ the exact nature o£ the 
problem to be solved. It requires the making o£ suggestions o£ 
what might be done. It demands that the pupil gather information 
which these various suggestions have indicated is needed. The 
pupil must then check the original suggestions against the facts 
which have been gathered~ leaving room £or the possible inclusion 
o£ new suggestions. The final requirement is the testing o£ 
the suggestions by actual or imaginative action.67 
Children engaged in critical thinking development must be 
made aware o£ aspects o£ this thinking process. The pupils must 
grasp the meaning o£ the statement or statements. ~ne pupils 
must judge where there is ambiguity in a line o£ reasoning; they 
must judge -where certain statements contradict each other. They 
must judge where a conclusion follows necessarily. The students. 
66 Edward M. Glaser 11 .An Experiment in the Develo 
Thinking (New York: Teachers College~ Columbia II PP• 
67 Prudence Bostwick~ "The Nature of Critical Thinking and Its 
Use in Problem Solving," Skills in Social studies 11 Twenty-fourth Year-
book of the National Council for the Social studies (~ashington D.C.: 
The Council, 1954)~~ P• 5. 
must determine whether a statement is specific enough. Whether a 
statement is actually the application of a certain principle must 
be decided by the students. The reliability of an observation 
statement must be discovered by the students. They must judge 
whether an inductive conclusion is warranted. A most important 
aspect is the judging of whether the problemlas been identified. 
Pupils must judge whether the problem is an assumption or a fact 
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and proceed accordingly. Is the definition adequate is a question 
vrhich the pupils must answer. The acceptibility of a statement 
by an alleged authority must be determined by the students.68 
Teachers must be presented with facts which will give evidence 
that there is no conflict between the teaching of content and the 
development of critical thinking. They must be made aware that 
content which does not contribute to the development of concepts 
and which requires "mastering" by processes other than those which 
aid critical thinking is not worthy of placement in the curriculum. 69 
The development of ski~ls of thinking which will assist the children 
in becoming critical in their consideration of sUbject areas is 
imperative. More and more educators are recognizing the need for 
the development of critical thinking as a goal of all educational 
programs--especially the social studies programs. In most schools 
68 Robert H. Ennis# ''A Concept of Critical Thinking~ n Harvard 
Educational Review~ XXXII (Winter~ 1962)~ pp. 81-109. 
69 Hilda Taba, "The Problems in Developing Critical Thinking," 
Progrest:~ive Education~ :XXIV (November, 1950) # pp. 24-61. 
• 
46 
the skills of problem solving have been frequently associated with 
the area of science. Now, teachers are cognizant of a need for a 
greater application of critical thinking in the teaching of social 
studies. 70 
An experiment in the development of critical thinking was 
conducted by Edv~rd M. Glaser. In his study Glaser contrasted 
four experimental and control groups which received training in 
the principles of problem solving. His conclusions stated that 
greater progress.was achieved by the experimental group. It also 
was concluded that children with an I.Q. below 100 reaped the most 
profit. Retention of critical thinking skills proved to be high 
after a period of sixmonths.71 
The future demands a thinking populace; education must rise 
to the challenge. 
Sociodrama 
· Since the case method concerns itself with the presentation 
of problems, sociodrama can be used with most effective results, 
if the teacher relys on his creativity. Sociodrama is an acting 
out, stimulated by a spontaneity. The acting scene engages two or 
more members of a group and involves them in a problem or experience 
70 Jarolimek, op. cit., p. 15. 
71 Glaser, op. cit., pp. 175-177. 
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of common concern to the group. The aim of sooiodrama is group 
catharsis. 72. By having children engage int·sooiodrama, 'they are 
afforded an opporuunity to assume and identify with roles other 
than their own in a situation whioh·differs from their own. By 
this engagement the children are assisted in establishing an insight 
into and an avvareness of various role oonfliots.?3 The horizons 
of the pupils are greatly broadened by this variety of activity. 
In sociodram.a, children can learn not only by th~ing, but "by being. 74 
Social studies is concerned in part wit4man's past events. 
Many times these events appear dull and mean-Jngl,&'s,·S. :bo the children. 
Sociodrama can provide the opportunity to bring to life the past. 
It can place the children in the past and give them a taste of 
that particular time. Children can list the problems which man 
may have faced in the past; however, is it not better for them to 
live the problems-? By giving the children an opportuni-t;y to live 
and act out problems, experience in critical thinking can be more 
easily d~veloped. 
Sooiodrama can assist in the development of a democratic and 
co-operative spirit. Many times man's problems are concerned with 
human relations. In sociodrama, the children are engaged in a 
situation in which hU{!j.an relations is not a dead word but a living 
72 J. L. Moreno, 11 Sociodram.a: A Method for the .Analysis of 
Group Conflicts, 11 Psychodrama Monographs, No. 1 ( 1946) p. 3 52. 
73 P. Cornyetz, "Intensive Psychotherapy.," Sociatry (~rch, 1947). 
74 H. H. .:[ennings ~ "Fostering Mental Health in Our Schools, 11 1950 
Yearbook of the Association of Su ervision and Curriculum Develo ~ 
Washington, D.C.: 1950 • 
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experience. 
Teachers must be explorers; they must be willing to venture 
into newmethods of education. If something has never been tried~ 
let them be the first to test its merits. Creative teaching is 
needed if creative learning is to take place. Teachers must never 
be satisfied with present methods oi' teaching; they must constantly 
be searching for better methods. As long as teachers search for 
better ways to bring truth and stimulation to the minds of the 
stud~nts~ progress will be forthcoming. 
General Rationale Which May Be Inferred From Research 
As has been in!plied in the introduction, the main emphasis in 
the elementary school seems to be concerned vvith the accumulation 
of facts without; any real understanding. Teachers seem to think 
that they· can de·bermine whether the teaching-learning situation 
has been successful by acquainting themselves with the achievement 
level of each child. W'ith regard to social studies, many teachers 
are content if their children know several important names and 
some dates. These teachers do not concern themselves with trying to 
evaluate whether their students have any ability to think critically 
regarding the material. Many say that at this level we give them 
the facts. Further on in school the children will get the tools 
needed to think critically concerning the area. 
Little research regarding critical thinking at the elementary 
school age is available. Due to this }'.act it might be inferred 
0 
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that children in this age grpup do not.have sufficient knowledge 
or experience to infer or think critically. This line of thinking 
by a teacher ~ght be strengthened due to the fact that some 
researchers believe in the teaching of facts onliy at the elementary 
school level. These researchers· state that critical.thinking 
training should be begun at the high school age. However# the 
authors of this thesis. hold the belief that children can be 
taught to think critically at the elementary school age. In the 
research it has been found that some educators have the opinion 
that children of age three can do critical thinking. Because of 
this belief and stimulated by the meager research done at this 
level concerning critical thinking_, the investigators feel 
justified in making an experimental attempt to discover if critical 
thinking is some aspect of education which must wait until children 
reach high school age. 
0 
CHAPTER III 
PIAN AI® PROCEDURE OF THE EXPERIMENT 
Rastatement of the Problem 
It shou~d be reiterated that the purpose of this thesis is 
to test whether the case method approach is a superior way of 
teaching social studies in the elementary school as compared to 
the lecture-textbook method with regard to critical thinking. 
Restatement of Hypotheses 
This thesis has as its purpose the investigation of the 
validity of the following hypotheses: 
1. There vi±ll be no significant difference in critical 
thinking hetween exp~rimental and control groups. 
2. There will be no significant difference between the 
experimental and control groups in respect to the amount of 
sUbject matter learned. 
Although not an hypothesis., it is hoped by the authors that 
they will be able to state sUbjectively in terms of behavioral 
changes that (a) no differe?-ce in the motivation, enthusiasm, and 
active participation will enst between the experimental and 
control groups and (b) no difference between the experimental and 
50 
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control groups will exis·t;. in their demonstrated ability to behave 
democratically in a group. 
Description of Groups Involved in Experiment 
Obviously~ since an important factor in teaching; by the case 
method is the qase or cases~ it ~s necessary that the authors 
conduct a trial run of the cases with children from communities 
other than the one in "Which the experiment was to be conducted. 
By initiating; this trial. run~ the authors were able to analyze the 
reactions of these chi~dren to the cases. The reactions of the 
various teachers in these communities also were gained by such a 
run. The authors wished to see if the cases needed refinement by 
analyzing; the responses of the children and by taking; into considera-
tion the comments of the teachers. This pre-run also afforded the 
authors an opportunity to form categories into which the responses 
to the cases could be put. By the formation of these categories~ 
the investigators could anticipate in a most general ~y the reactions 
of the children in the experimental group. This trial gave a 
( ' general idea as to the time required to-administer the cases. 
Of the eight teachers in various communities to whom the 
cases were given~ seven made replies. Each teacher had been 
supplied with directions for administering; the cases and papers 
on which the children could reply in sentences. The size of the 
communities ranged from 9~000 to 25~000 with the average size at 
15,000. All of the communities were residential sUburbs of Bostnn 
B)STON UNIVERSIT\' 
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with' a majority o£ the people working in Boston. Most o£ the 
communities were composed o£ pro£ess~onal or skilled workers~ 
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thus making these communities slightly above average in ~ocio­
economic and educational background. The median number o£ students 
in the classes vva.s 28.. The total number o.f pupils ansv.rering the 
cases vvas 173. The median I.~ was 110. 
One teacher rsported that in her class the reading ability 
was low; however~ this did no-t; cause undue difficulty with the case. 
Another teacher reported that the language vva.s too sophisticated; 
while in another class~ the teacher thought that the case required 
reasoning abilities not possessed by her children. Both of these 
teachers believed that the cases required the children to have 
backgrounds which ·they could not possess at this age or rather 
grade level. It should be inserted here that the authors were 
aware that the children needed a solid background be£ore many of 
the cases could be attempted. Only one teacher stated that her 
class enjoyed doing the case. The other teachers did not comment 
as to whether their children liked or disliked doing the ca~es. 
In general~ it can be said that the reports £rom the te~chers did 
not come up to the expectations of the authCl!rs. 
Through an analysis of the children's responses~ the authors 
were able to £orm seven general categories:. (1) emotional~ (2) 
justice~ (3) bias or prejudice3 (4) objectivity3 (5) integrity~ 
(6) critical-thuucing; inferences, and (7) patriotimn. The majority 
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e of the responses fell under·the two categories~ emotional and 
just~ce. The categories having the least number of responses 
were patriotism and critical-thinking. 
The community in which the experiment was conducted has a 
population of 28,000. A major portion of the community is engaged 
in semi-skilled and skilled labor. A minor portion pf the community 
is engaged in professional work. The community is located approximately 
twenty-eight miles north of Boston. The city has a rich historical 
heritage; however~ development of this.heritage in the children 
seems to be lacking. 
The school in which the experiment >vas conducted is in an 
area of fairly new development. Most families here are engaged 
in skilled and proi'essional work~ w".aich makes this area slightly 
above average when compared with the rest of the city. 
A total of 54 children in two fifth grade classes were 
involved in the e:x;periment. The experimental group, which was: 
taught by the case method, contained twenty-seven children while 
the control group contained twenty-seven children also. In general 
background and achievement, the two groups were similar. The mean 
I.Q. in the experimental group vvas 107.63 as compared with 108.00 
in the control group. The standard deviation in the. experimental 
group was 12.93 while that o£ the control group >vas 12.63. 
Since there is no relationship between I.Q. and achievement, 
the authors have placed a greater value on the reading abilities 
-o of the two groups. The statistics f-e-~e-reading levels of the 
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groups were obtained from a Stanford Achievement Test, form N 
which was administered in March of 1962., at which time both groups 
were in the fourth grade .1 
Procedure Followed in Experiment 
The time set up for the accomplisbrn.ent of the experiment -was 
sixteen days, consisting of thirteen days of teaching and three 
days of testing. At the beginning of the experiment, both groups 
were given FormA of the Behavior Preference Record (Cruifornia 
Te:st Bvreau) to measure their ability to think critically. The 
reason for the test was explained to both groups, i.e., to measure 
an increase or decrease in their ability to think in a critical . 
mAnner and to evaluate the cases. On the second day of the 
experiment the children were introduced to the method; however, the 
name of the method was not told to the children. An introductory 
case was given to the children to acquaint them with the procedure 
' for anmvering the cases. A class discussion was then held to help 
clarify any questions which the children in the e:xp erimental group 
had. It should be pointed out that the material presented to both 
the experimental and control group was identical. The assignments 
also were identical for each group. The only difference was the 
method used in. teaching the groups: case method for the experimental 
group, lecture-textbook method for the control group. 
1 See C~pter IV, Table 2, p. 60. 
Five Eajor lesson p~ans 1rere prepared for this experiment.2 
Each group was taught following the plans., the only diff~rence 
being that with the control group, the cases were eliminated. .A. 
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total of ten cases 1vas presented to the experhnental group. Cases 
1, 2~ 3, and 4 dealt with economics; cases 5 an~ 6 dealt with 
equality and citizenship; an4 cases 7, 8, 9, and 10 dealt with 
the basic freedoms - speech, worship, and privacy. The reason 
for ·bhe particular area concentrations of the cases was to make 
the areas stressed coincide with those of the school's curriculum • 
.after each case, discussion of the responses was held to ~ssist 
both the teacher. and the students to analyze their reasoning 
behind their answ.ers. The experimental group engaged in dramatiza-
tion and in writing a class constitution. The dramatization was 
lacking with the control group. 
In the teaching of the experimental group., the teacher 
employed the use of class discussion, oral book reports, -written 
report.s., ou:l:iside reading, and supplementary texts to furnish the 
necessary background for doing the cases. The control group used 
its background from oral book reports, v,rritten reports, ou:l:iside 
reading, supplementary texts, and the teacher's lecture to acquire 
,. 
its knowledge of this particular time in history. No class discussion 
was permitted with the control group to insure validity of the 
experiment. 
The final two lessons consisted of evaluating the results of 
2 See Appendix C., p. 76. 
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the three weeks experiment. Both groups were given For.m B of the 
Behavior Preference Record (California Test Bureau) to measure 
whether an increase in critical thinking ability had been accomplished 
and to compare the degree of such growth in both groups. A teacher-
made multiple-choice test on the last day v-re.s administered to both 
groups..;to measure the degree of factual growth. 3 The experimental 
group also was given a check lis·b to obtain their comments con-
cerning the case method.4 
The lesson plans5 used during the experiment ·each contained 
~vo statements of objectives. The first statement of objectives 
-was to give the teacher an awareness of what he was trying to 
achieve. The second group of objec·bives was a rephrasing of the 
£irst.· The teacher discussed this second group with the children 
in order that the class would have an understanding of the goals · 
it was trying to achieve. 
The objectives for the control group consisted only of 
imparting knowledge to the children. There was no attempt by the 
teacher to stimulate thinking. Also, with the control group the 
teacher did not discuss the objectives. It should be mentioned 
that the authors did not think it necessary to construct separate 
lesson plans for the control group since the material slated to be 
3 See Appendix E, p. 117. 
4 See Chapter IV, Table 8, p. 66. 
5 See Appendix C, p. 76. 
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covered was already mentioned in the experimental group's plans. 
Critical thinking has many aspects, and each lesson and 
6 
case had as its objective the improvement and development of such 
aspects as the following: analyzing problems, collecting data, 
forming conclusions, and defending them by the use of facts. 
Methods of Evaluation 
57 
Due to the importance of evaluation, the authors h~ve felt it 
necessary to mention those methods used under a separate section. 
As has been stated previously, the pre-test and pos·t;-test (Behavior 
Preference Record Forms A and B) were given to measure growth in 
critical, thinking. To measure the amount of factual achievement, 
a teacher~ade multiple-choice test was given at the end of the 
experiment. Also mentioned was the fact that the authors gave to 
the experimental group a check list to obtain their comments 
concerning the qase method.7 
For each experience presented to the children during the 
experiment, evaluation concerning the development of critical 
thinking was taken into consideration. The teacher subjectively 
attempted to determine if the children in the experimental group 
became more accomplished in their approach to answering cases. A 
comparison of both groups was subjectively made by the teacher. 
6 See Appendix D, p. 102. 
7 See Chapter IV, Table 8, P• 66'. 
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The written and oral assignments done by the pupils of both groups 
were evaluated in terms of whether a growth in critical thinking 
technique was present. The manner in which the two groups engaged 
in writing a class constitution was observed for differences which 
might be significant. By such evaluation methods, the authors 
attempted to find factual sUbstance to give at least partial 
proof to their hypotheses. 
0 
0 
CHAPTER IV 
EVALUATION 
The reader may wish~ before proceeding with this chapter~ Jt;() 
refer to the hypotheses listed in Chapter III in order to re-emphasize 
I 
the purpose of this thesis in his mind. The following material 
and tables are a summ.ary of the experiln.ental measures and results. 
Tables l - ~~i are concerned with the pre-experimental matchings 
of the experimental and control groups, while Tables r.g; - ·sri~ 
deal with the post-experimental measures. 1 
Table One summarizes the results for the experimental and 
control groups on the Otis Alpha Test of Mental Ability which was 
administered in the winter of 1960. 
Table 1. Summary Information of. the Intelligence Test Scores 
Experimental Group Centro 1 Group 
Mean 107.63 108.00 
First Quartile 118.50 116.30 
' 
Median 107.00 111.20 
Third Quartile 96.50 98.50 
Standard Deviation 12.93 12.63 
N 
1t 1 = .11 
1 See AppendiX A, p.73 See Appendix B, p. 74. 
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i1e can immediately see that there is little difference between 
the mean scores of the two groups 3 the 't' test for the difference 
between uncorrelated means yielding a number so ~ll that ~he 
difference between these means would not be sig~ificant at any 
finite level. The standard deviations of the groups are also very 
similar~ indicating a correspondence in the amount of ~ariation 
within each group' but an inspection of the medians and qua.:rtiles 
does indicate that the control group distributio~ is skewed ~ome­
what to the left vdlereas the ·~istribution.of the experimental group 
is more sym.etrical in shape. 
Table ~vo is a summary of' the Reading scores on the Stan£ord 
J 
Achievement Test 3 For.m N administered to the sUbjects in March~ }962. 
Table 2. Summary Information of the Reading Scores 
Experimental Group Control Group 
!dean 5.2 5.2 
First Q.uartile 5.9 6.4 
Median 5.,1 5.2 
Third Quartile 4.5 4.0 
standard Deviation .9 1.3 
27 27 
As the table indicates 3 there is absolutely no differenc~ between· 
the mean scores of the two groups~ the zero difference' making it 
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impossible to carry out; the regular 't' test. Hovrever 1 it is 
necessary to point out there is a degree of difference in the 
variation of the two groups as indicated by the respective standard 
deviations and that the distribution of the scores for the experi-
mental group is somewhat negatively skewed. 
Table Three presents a summary of the Pre-Experimental 
Critical Thinking scores of the two groups derived from Form A of 
the Elementary Level Behavior Preference Record. 
Table 3. Summary Information of the Critical Thinking Scores: 
Pre-test 
Experimental Group Control Group 
, Mean 71.78 71. .. 93 
First Quartile 84.50 80.oo 
Median 74.00 73.00 
Third Quartile 62.50 65.00 
standard Deviation 14.34 11.44 
N 2.7 27 
't' 
-
.04 
-
As the table shows 1 the two groups seem almost exactly alike in 
respect to this measurement. The mean scores of the two groups 
are very close 1 the 't' test yielding a critical ratio too small 
to be significant at any imaginable level. The standard deviations 
0 
do differ slightly1 bub ·bhe medians and quartiles indicate that 
both groups have a ne~rly sy.metrical score distribution. 
0 
0 
62 
Thus~ it may be said that at the beginning of the experimental 
period~ the experimental and control groups were well matched. The 
mean scores in all three matching measures were virtually equivalent, 
and the departures from equivalence of the standard deviations 
and the variations from the normal distribution vfnich underlies 
the application of the statistical tests 1 do not really seem to be 
large enough to conclude that a significant difference exists 
between these relevant characteristics of the two groups. 
The remaining tables offer a consideration of the post-
experimental results. 
Table Four is a summary of the post-experimental critical 
thinking scores which were derived from FonaB of the Behavior 
Preference Record, administered at the end of the experimental 
period. 
Table 4. Summary of Critical Thinking Scores: Post-test 
Mean 
First Quartile 
Median 
Third Quartile 
Experimental Group 
87.41 
90.50 
87.00 
83.50 
Standard Deviation 6.35 
27 N 
't' = 6.1.6 
Control Group 
73.59 
80.00 
75.50 
64.80 
·9.71 
27 
63 
It indicates that the experimental treatment has brought about a 
great change in the relative positions of the two groups on this 
parti?ular measurement scale. Xhe mean scores of the two groups 
seem now to be rather different. In point of i'act, the 1t 1 test 
for the difference between uncorrelated means yields a critical 
ratio of 6.16, >rell above the 3.46 needed to conclude significance 
at the .001 level. In other words, a difference between the group 
means this large would occur le.ss than one in a thousand times by 
chance, and the writers are quite secure in concluding that the 
experimental group·is on a significantly higher position on this 
scale of critical thinking than is the control group. In addition, 
both groups exhibit reasonably symetrical score distributions. 
Table Five presents a comparison of the pre-experimental 
and post-experimental critical thiilking scores of the control group. 
Table 5. Summary of Critical Thinking Scores~ Pre-test ana 
Post-test--control Group 
Pre-test Post-test 
71 .. 93 73.59 
First ~uartile ao.oo ao.oo 
Median 73.00 75.50 
Third Quartile 65.00 64.80 
standard Deviation 11.44 9.71 
N 27 
1t 1 = 1.36 
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It is immediately noticeable that little change has taken place 
over the experimental period. The 't' test for the difference 
between correlated means yielded a critical ratio of 1.36, vrell 
below not only the 3.707 required for the hypothesized level of 
.001, but also below the more usual levels of .01 and .05. This 
points to a conclusion of no significant difference between the 
two means, thus indicating that the control group remained on 
virtually the same relative position in respedt to the critical 
thinking scale. There was some change in the measures of variation, 
but these were confined to minor shifts both positive and negative. 
Table Six presents the same information as Table Five, but 
for the experimental group. 
Table 6. Summary Information of the Critical Thinking Scores: 
Pre-test and Post-test--Experimental Group 
Pre-test Post-test 
Mean 71.78 87.41 
First Quartile ·84.50 90.50 
Median 74.00 87.00 
Third Quartile 62.50 83.·50 
Standard Deviation 14.34 6.35 
N 27 27 
't' = 5.37 
0 
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However, -the similarity ends here 1 for attention is immediately 
dravm to the change evident in the t\·r.o mean scores. The 't 1 test 
for a difference between correlated means resulted in a critical 
ratio of 5.37, well above the 3.707 required for significance a-t 
the .001 level. Thus, a conclusion of a real difference between 
the pre- and post-experimental critical thinking scores-in this 
case a difference indicating a significant gain by the end of the 
experimental period-is justified. The score distributions remained 
reasonably symetrical, altliough it is -to be noted -that -the experi-
mental treatment has resulted in a marked reduction in the variation 
abotrb the mean. 
Jn sum, it may be said -that Tables I4 - '8.[ indicate that -the 
result of the application of the experimental treatment was to 
raise the position of the ~~perimental group on the critical 
thinking scale significantly above that of both the control group 
. . 
and the pre-experimental position of the experimental group itself. 
Table Seven presents a summary of the scores on the post-
expe~imental achievement test in American His·bory for -the two groups. 
Table 7. Summary Informa-tion of the American Historl Achievement Scores 
Experimental Group Control Group 
Mean 56.54 58.48 
First Quartile 73.50 72.30 
Median 58.00 53.00 
0 
Third Quartile 46.50 49.50 
Standard Deviation 16.18 14.96 
N 27 27 
1t I = .46 
Q 
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·The 't' test for the difference be~~en uncorrelated means yielded a 
critical ratio of .46, well below that required for significance at 
any useable level, indicating a basic similarity in the achievement 
of both these ~roups. The difference in variation within the two 
groups also is quite small,; out it can be noted ;that the score 
distribution of the control group does exhibit a ~kewness to the 
right. 
Table 8. Results From Pupil Evaluation of Case Method 
-Those that liked it (24 pupils) 
Reasons 
Liked the stories, very exciting, i'un (24 pupils) 
Makes you think (10 pupils) 
Wanted to do it agah1 (5 pupils) 
Learned more about social studies (17 pupils) 
Enabled them to see problems worked out (4 pupils) 
Can teach better with cases (6 pupils)' 
Made them read more to find answers (9 ~upils) 
Would like to have it for rest of year (24 pupils) 
Those that did not like it (3 pupils) 
Reasons 
Took too much time (3 pupils) 
Did not like discussion periods after each case (1 pupil) 
Cases were boring (1 pupil) 
Cases too hard (1 pupil) 
Things that they feel they have accomplished in the experiment 
Reading for details (9 pupils) 
Helped them to think more effectively (4 pupils) 
Learned a lo·b of factual information (22 pupils) 
0 
0 
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Things they found difficult 
Found it dif£icult to decide what cause to defend (4 pupils) 
Found it difficult to answer the questions (7 pupils) 
Found it difficult to put themselves into the cases as 
participating members of the period (10 pupils) 
Suggestions 
Cannot improve it (8 pupils) 
Put more questions for each case (3 pupils) 
Discuss cases more fully after answering (2 pupils) 
Should have been started at beginning o£ ye~r ( 1 pupil) 
Cases should be discussed with a partner (1 pupil) 
Give harder questions (5 pupils) 
Give more cases and tests (4 ·pupils) 
The material contained in Table Eight was obtained from a 
check sheet which the pupils filled out at the termination of the 
experiment. It is clearly evident from viewing the table that the 
children_, for the most pari;_, enjoyed the experimental method. The 
three pupils who expressed a dislL~e for the method possessed 
relatively 1~ I.Q.'s., the mean being 92.6 as compared to the class 
mean of 107.6. The table also reveals that many of the comments 
stated by the pupils had a fairly high degree of overlapping. 
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CHAPTER V 
SUMMA.RY, CONCLUSIONS, EDUCATIOIIJAL IMPLICATIONS, 
AND RECOMMENDATIONS FOR FURTHIDR STUDY 
Smnmary 
Purpose: The purpose of this research was to determine 
whether the case method approach was a superior way of teaching 
social studies in the elementary school as compared to the 
traditional lecture-textbook method with regard to critical 
thinking. 
Need for study; Todaymuch of school learning gives emphasis 
to the idea of the student reproducing ntunerical or verbal 
formulae. The child in many oases is evaluated in terms of 
limited achievement~ the regurgitation of facts. He is thought 
by many to be too immature to think in regard to the factual 
knowledge he has gained. 
Conclusions 
The statistics gathered in this experiment indicate a rejection 
of the first hypothesis as previously stated. As the statistics 
reveal, a significant difference did appear as a result of using 
the case method. 
68 
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Regarding the second hypothesis 6 the statistics gave 
evidence that no significant difference existed between the 
experimental and control groups. 
)Vhat the authors had hoped to subjectively discover regarding 
behavioral changes also seemed to be rejected at the conclusion 
of the experiment. However 6 it must b~ stressed that the proof 
or disproof of these hopes is a mtrbt question since its evaluation 
is subjective. 
r~ also should be inserted that the evaluation by the teacher 
of democratic behavior 1.vas carried out in both groups during th~ 
activity of making a class constitution. 1 
It seems i'easibTe to conclude that the pupils enj"oyed this 
learning experience. They eagerly anticipated each new case. 
Not only did they enjoy this method, but they f'elt in general 
that they had learned many new f'acts and had improved their 
abilities to think.2 
The teacher in this experiment f'ound that the presentation 
of' the material via the case method seemed to stimulate the 
children to a greater degree than had the previously used lecture-
teoctbook method. From subjective observation, the teacher noted 
that the children seemed to develop a tolerance for the opinions 
of' fea:.lov.r classmates. The children seemed to become more inquisitive 
1 See Appendix C, p. 76. 2 See Chapter IV, Table a;~p. p6. 
See hypotheses in previous sections. 
0 
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as the exper~ent progressed. The ability to work together 
harmoniously seemed to be f'ostered by the experimental experience. 
Educational Lnplicatio~ 
The research seems to imply that children of' the elementary 
school age can be taught to thi~ in a critical maWJ.er by lf.Se of 
the case method. It also is. implied that children can be tr,ained 
to think irrespective of the~r I.Q. 1s.3 ·It may be conclude~ that 
the use of the case method possesses great motivational qualities. 
I 
It is the authors' opinion that the elementary school should 
consider learning activities which will stimulate chi~dren's 
thinking more effectively. The research has reinforced this 
opinion. 
From this research., one can deduce that a need for educational 
materials to stimulate critical thinking at the elementary school 
level exists. This thesis seems to offer merit., at least limited 
merit., to the idea of de1feloping materials to satisfy. this eciu.ba'-' 
tional need. 
The findings of the study seem to ind:j.uate that team learning 
might be successfully employed using the case method. 
3 See Appendix B., p. 7 4. 
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Recommendations for Further Study 
It is eviden~ by the limited number tested in this experiment~ 
that a need £or more intensive and extensive research exists. A 
study involving a greater number of children would app~ar to be 
fruitful. The authors see a need for conducting other studies 
with children from different socio-economic backgrounds than the 
one present in this particular experiment. The use of more cases 
covering a wider range of concepts could be employed with informative 
results. In other studies the cases could contain more questions 
of greater sophistication. 
The authors believe that it would be beneficial to education 
if a study wa~made using cases with other areas of the curriculum 
such as science, reading, and geography. 
From the investigations made by the authors, it is evident 
that a need exists for tests to measure critical thinking. A need 
also exists for these tests to possess a great degree of sophistica-
tion. The authors discovered that a test which measures just 
critical thinking for this age level is non-existent. The Behavior 
Preference Record for Grades 4-6 used in this experiment was not 
designed solely to measure critical thinking, but rather to measure 
critical thinking in relatio~ to many other factors such as 
reliability, honesty, integrity, and friendliness. 
Since this test was the sole measure used to test the 
development of critical thinking~ it should be described briefly 
at this point. The situations presented in the test were concerned 
0 
0 
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with familiar home and school. situations. The questions to these 
situations seemed to deniand that the children make discriminating 
answers. Scores in critical thinking saemed to be based on 
rational'answers as opposed to emotional r-esponses. The choice of I ,._ 
I 
action decided upon by the child for each situation influenced to 
. ' 
a great extent the score he receive~ for critical thinking. 
A point worth further consideration is 1v.hether it was beneficial 
or non-beneficial in having the situations in the test concerned 
with things i'amiliar to the children. Did this i'amiliarity aid the 
children in giving answers they thought would please the teacher1 
Another question which could be posed is would the children fail to 
. 
think critically if the sittations in the test vrere outside their 
inlnl.adiate realm of' knovdedge or experience. The authors believe 
that these questions are wo~thy of invastigation. 
As was stated at the beginning of this thesis, we live in ·an 
age which strongly demands thinking. citizena. Education in large 
part has. been failing to initiate. in its elementary school methods 
which stimulate thinking under the. assumption that the children 
are too young. The findings of this study may make debai;€Lble-11ele-
mentary school children cannot think. 11 
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APPENDIX A 
Formulae: • 
The .formulae used were :. 
1Yiean: 
Standard Deviation~ 
N 
•t• -correlated means; 
M,- Hz 
...... 
•t' - uncorrelated means;. D 
·• George A. Ferguson., Statistical .Ana:.l sis in Ps 
(Ne1.v York:. MoGra•v-Hill Book Co • ., Inc • ., 19.59 
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APPEliDIX B 
.. 
Experimental Group ( 60 pt. total) 
Pupil I.Q. Read. Av. Critical Thin.ldn~ Achievement Test 
Pre Post 
1. 107 4.2 65% 88% 27% 
2. 87 5. I. 63% 90% 92% 
3. 87 3.5 90% 92% 62% 
4. 118 4 .. 5 99% 88% 40% 
5. 116 5.9 67% 85% 65% 
6. 90 3.6 54fo 85% 53% 
7. 94 4.0 45% 93% 42% 
a. 124 7.2 80% 88% 75% 
9. 102 4.7 82% 82% 53% 
10. 113 6.1 a6% 90% 73% 
11. 97 4.5 66% 100% 33% 
12.. 124 5.3 89% 89% 68% 
13. 113 4.6 75% 100% 33% 
14. 95 4.8 53% 85% 67% 
15. 117 5.9 78% 98% 77% 
16. 102. 4 .. 5 73% 85% 55% 
17. 121 6.2 79% 73% 53% 
18. 130 7.'5 60% 90% 80% 
19. 114 4.9 61% 84% 53% 
ao. 107 4.5 40% . 8!3% 38% 
21. 100 5.5 63% 80% 53% 
22. 102 5.4 87% 87% 48% 
23. 101 6.1 75% 87% 58% 
24. 12.0 5.6 71% 83% 78% 
25. 101 4.5 63% 83% 78% 
26. 91 5.4 84% 75% 67% 
2.7. 133 5.8 90% 95% 62% 
0 
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Control Group (60 pt. total) 
Pupil I.Q. Read. Av. Critical Thinking Achievement Te'st 
Pre Pos:C 
1. 86 3.1 65% 69% 43% 
2. 111 5.2 65% 75'/o 68% 
3. •. 132 7 w.3 72'/o 75% 77'/o 
4. 88 2.8 72'/o 60% 37% 
5. 111 5.0 75% 80.% 47% 
6. 104 5.1. 72% 70.% 52'/o 
7. 117 6.7 84% 85'/o 87'/o 
B. 12.0 6.7 83.% 89.% 65% 
9. 104 3.7 63% 65% 33% 
10. 97 5.6 79% 82% 53% 
11. 119 6.3} 74% 74'/o 87% 
12. .. 106 5.7 ~4% 80% 50% 
13. 138 7 .,1 85% 87.% 78% 
14. 104 3..8 50%. 50% 59% 
15. 112 6.6 83% 75% 73'/o 
16. 97 5.3 46% 58% 63% 
17. 118 5.,0 65% 64% 50'/o 
18. 116 6.2 68.% 70% 50% 
19. 106 3.6. 80% 80% 52% 
2.0. 97 4 .. 5 73% so% 45% 
2:1. 99 4.0 50% 60% 73'/o 
22.. 103. 4.9 80'/o 79% 60% 
2.3. 113 4.6 75% 80% 75% 
2:4. 113i 5.5 80.% 80% 48% 
2:5. 114 6.9 79% 80% 72% 
26. 80 2.9 55% 60% 3:0_% 
2;7. 111 6.0 75% 80% 52.'/o 
0 
0 
0 
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APPENDIX C 
lesson Plan 1 
Subject~ Soc. Studies 
Teacher:; F. P. Hunkins 
Allotted Time:.. 2 periods 
Grade: Five Data::. __ ;__ __ 
Objectives:; 
The children will become acquainted with the case method. 
The childrenvrill think critically. 
The children will become able to analyze problems. 
The children vrill learn how to e£ficiently collect data. 
The children will learn how to form intelligent conclusions. 
Children's objectives~ (Teacher will discuss these objectives with 
the class.) (Objectives.in same order as 
those stated.above.) 
We will learn how to use the cases in the next three. weeks. 
We will learn how to think by asking ourselves careful 
questions about the cases. 
We will learn how to see problems clearly and how they 
affect people. 
We will learn how to list information that is important. 
We will learn how to make conclusions tha.t are based on 
the facts we have listed. 
Introduction:: 
Inform the children that in the ne.xt three weeks they are 
going to be taught about the American struggle for 
independence by the use of stories or cases. Explain to 
them what the case method is ·and how it is used~ but d,o 
not call the method by its name. -
Acquaint the children with the objectives mentioned above. 
Tell the children they are going to take a pre-test so that 
wecan tell how well they think. 
Tell the child~en they also are going to work on an 
introductory case just to see how this method works. 
Sljb ject IDttter: 
Textbooks: New Ways in the New World, Exploring the New 
W.or ld, Our New !.and 
r:....:.---......_, 
0 
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Problems to be dealt with:. 
a. no taxationwithoub representation 
b. problems of allegiance to Mother Country 
c. problems of famous people who decided to break 
away from Mother Country 
d. problems of basic freedoms (Declaration of 
Independence - 11Bill of Rights~" Constitution) 
Pre-test: Behavior Preference Record~ Form A 
Introductory case 
Procedure; 
77. 
The teacher's introduction of the case method will dominate 
the major portion of this lesson. A pre-test will then be· 
given. The remaining portion of the t:iJne allotted will be 
concerned with a general class discussion concerning the 
period of history to be covered and with answering the 
questions to the introductory case. Each case will have 
a follow up. 
Children will be told that a post-test will be given. 
Activities:: 
Giving the pre-Gest. 
Reading and answering the introductory case. 
Assignments: 
Evaluation: 
Children will be assigned to read' biographical or 
fictional or non-fictional books concerned with this 
area. 
Children will be assigned to read the bas·ic texts to 
get a background for the unit. 
Evaluation of the pre-test~ Behavior Preference Record 
Form A 
Evaluation of the responses to the introductory case. The 
responses will be placed in the categories which have been 
set up as· a result of the pre-experiment~ New categories 
may be made if the responses warrant such action. 
0 
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(lst. period) 
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Subject:· Soc. Studies 
Teacher:. F.P. Hunkins 
Allotted time: 3 period's 
Grade: Five Date: __ ;;..__;., __ 
Objectives:. 
The children become acquainted with the problem of taxation 
without representation. 
The children learn to think critically about the problem and 
to ana.lyze it. 
The children ~earn to collect data concerning the problem. 
The children learn to form conclusions concerning the 
problems and learn to defend their conclusions. 
Children's Objectives: 
We will learn what taxes are and how and why' people are taxed. 
Vve will learn what representation is and how the colonies 
Yfere taxed without it. 
We will learn to think about the problem and to see if 
something can be done to solve it. 
We will learn to collect information about taxation without 
representation. 
We will learn to form an opinion baaed on facts about the 
problem. 
We will learn to defend our opinion even when someone 
disagrees with it. 
Introduction:; 
The teacher begins the lesson by discussing what taxes are~ 
The term representation is discussed to insure understanding. 
Subject :Matter:; 
Text-New Ways in the l'iew· World, pp. ~76-178 . 
Related books the children have brought in. ')ace 
Case #1 
Procedure:: 
Have a general class discussion concerned with the terms, 
taxes and repres.entation. Discuss with the class what a 
parliament is. Explain the fUnction of the parliament and 
how the people are represented in one. 
Discuss the material in the text. 
~ out case fi. Discuss the case after children h.live 
.finished it. 
0 
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Activities~ 
Give the children case =1/:1. Explain that they are to 
read the case very carefully keeping in mind w~t has 
been said in the class discussion concerning taxes and 
representation. · 
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Tell the children they are to answer the two questions at 
~end of the case very carefully, but that they do not 
need to worry about their spelling or English. 
Comparison of answers--have children give reasons for their 
answers • 
.Assignments: 
.Assigned in first lesson. 
Evaluation:. 
Evaluation o£ children's responses to the case. Responses 
are put into categories. 
Evaluation of children during class discussion. 
0 
0 
Subject~ Soc. studies 
Teacher :; F. P. HUilk:ins 
Allotted t~e~ 1 period 
Objectives: 
lesson Plan 2 
(2nd. period) 
Grade: 
Date: 
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Five 
-----
-----
The children become acquainted with the problem of' taxation 
vdtnout representation. 
The children learn to think critically about the problem 
and to anrelyze it. . · 
The children learn to collect data. on the problem. 
The children learn to form. conclusions conoerning the 
problems and learn to defend them. 
The children learn to speak before a group. 
Children 1 s objectives :: 
We will learn what taxes are and how and why people are 
taxed. 
We will learn what representation is and how the colonies 
were taxed without it. 
We will learn to think about the problem and to see if' 
something can be done to solve it. 
\life will learn to collect information about taxation without 
representation. 
We will learn to form. an opinion based on facts about the 
problem. 
We will learn to defend our opinion even when someone 
disagrees with it. 
We will learn to speak before the class. 
Introduction: 
The teacher tells the children that they are going to 
pr~tend that they are the people in the case. The children 
are going to act as if' they were really there. 
Subject Matter:: 
Case ¥f2 
Related books which the children have that apply to this 
particular area. 
Procedure: 
The teacher passes out the case. She explains what a 
dramatization is. She states that the class is ~6ing to 
dr~tiz:e the trial of' Mr. Jameson. A child is selected 
0 
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to be Mr. Jam.e son. A judge is selected a:p.d two lawyers, 
one for the defendant and one for the British. A jury 
is selected. At the end of the dr.a.matization, the jury 
gives a verdict. While the jury is deciding the verdict 
the questions to the case are answered by each child. 
Activities:-
Dramartization of case :/!:2. 
Class discussion on case #2. 
Assignments:-. 
As assigned in first les~on. 
Evaluation: ,$' 
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SUbjective evaluation by teacher of each child during the 
dramatization. 
Evaluation of the responses to the case; putting responses 
into categories. The teacher checks to see where the 
majority of answers fall. 
0 
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(3rd period) 
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Subject: Soc. Studies 
Teacher:. F .P. Hunkins 
Allotted time: 1 period 
Grade:. Five 
Date: -----
Objectives:. 
The children develop a deepening understanding of the 
rights of man concerning representation. 
The children learn to think critically and to analyze 
the problem. 
The children learn to form conclusions concerning the 
problem and to state and defend them in writing. 
The children know how to take part in a class discussion. 
Children's objectives: 
We learn 'What is meant by representation. 
We learn to list and consider the £acts in a problem and 
to think of' ways to solve a problem. 
Vfe learn to i'orm opinions bas:ed on facts about the problem 
and learn to state and defend these opinions in v~iting. 
We learn how to speak bei'ore a group and to listen when 
others are speaking. · 
Introduction:. 
. 
The teacher informs the children that they are going to 
pretend that they are living in 1765 in Boston. They are 
going to write a letter to King George expressing their 
views concerning the taxation problem. The children are 
told that they are to write a case study into this letter. 
They must inform the King as to the reasons they have the 
views t~ey express • 
Subject Matter:. 
Text:. Ne1"T Ways in the New World_, pp. 176-179. 
Books the children have concerning the problem. 
Procedure: 
The children are engaged in a class discussion about this 
particular ·bime in history. 
The children write their letters. Several letters are 
read in class. Each letter is discussed by the teacher and 
class. 
Activities.:. 
Class discussion. 
'Triting of' the letters. 
class. 
The reading of letters to the 
r------·-" 
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Assig:nnient: 
Children are reminded that book reports are due. 
Evaluation:: 
Subjective evaluation by teacher is continued. 
Each le·cter is evaluated by the teacher. The responses'-
in each letter are put into pre-determined categories if 
they fit. If not, new categories for the.responses are 
made. 
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Ie sson Plan 3 
(1st period) 
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Subject: Soc. Studies 
:reacher :. F. P. Hunkins 
.Allotted t:i:m.e:. . 1 period 
Grade :. Five Date: ...;;;.. ___ _ 
Objectives:. 
The children learn to think critically about problems of 
allegiance to the Mother Country. 
The children become acq_uainted with famous men of this t:i:m.e. 
The children learn to analyze important problems concerned 
with allegiance. 
The children learn to collect data and draw conclusions. 
They learn to defend their conclusions with facts. 
The children learn to give oral reports. 
Children's Objectives : 
We learn what is meant by the term Mother Country. We 
learn what the term allegiance means. 
We learn about fa.mous men of this time and what part they 
played in this period of history. 
We learn to list problems of allegiance and list possible 
solutions. 
We learn to collect important information and form ideas 
about it. 
We learn to stand up for what we believe is right. 
We learn to speak clearly before a group. 
htro duct ion:: 
The teacher tells the class that they are to try to put 
themselves into this period of time. They are to. be given 
a case which they are to study and then answer. 
The teacher through a class discussion tries to develop a 
general un4erstanding of what problems might present them-
selves at this time concerning allegiance. 
Subject Matter: 
Text: Exploring the New World, pp. 191-192. 
])few Ways in the New World, pp. 178-181. 
Related books the children may have. 
Case :f/=3 
Procedure: 
A discussion of the Boston Tea Party and the closing of the 
port of Boston is brought into progress. 
Case :/1:3 is then gi van out. 
0 
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Lesson Plan 3, first period, page 2 
Activities:. 
Class discussion. 
The reading and answering o:r case fb. 
Book reports on material related to this area. 
Assignment:. 
Book reports still in process. (Assign by.names and 
days). 
Evaluation:. 
Evaluation of answers to case 1f3;, responses put into 
categories. 
SUbjective evaluation of pupils during class discussion. 
Evaluation of book reports. 
0 
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Subject: Soc. studies 
Teacher: F.P. Hunkins 
Allotted time: 1 period 
Objectives: 
I.e s son Plan 3 
(2nd. period) 
Grade:. Five 
Date:. 
-----
The children become acquainted with famous men of this 
time and the problems they faced and overcame. 
The childr.en learn to analyze facts and sort the important 
fram the unimportant. 
The children learn to form conclusions and defend them. 
The childr.en learn to think critically and sort fact from 
emotion. 
Children's objectives: 
Vie make friends 1vith the famous men of this time. We 
learn abou:b the prob'lems they had i;o solve. 
We learn to see which facts are important and list them. 
We learn to form an opinion and to stand up for it even 
though others may not agree. 
We learn to think by using £acts not our i'eelings. 
Introduction:: 
In a class discussion the teacher acquaints the class 
with several of the more important men of this time 
and their influence upon the cause for independence. 
Subject Matter: 
Case -=J/:4. 
Texts: Our New land, pp. 292-299. 
Exploring the New World, p. 195. 
New Ways in the New World, pp. 182.-187. 
Procedure: 
The teacher gives the children~ through discussion, a 
feeling as to the situation existing during this time. 
Tha children are acquainted, through reading and class 
discussion, with ;famous men who lived during this time. 
After tne general class discussion, the teacher gives out 
case 1/=4. 
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Lasson Plan 3, second period, page 2 
Activities:. 
Class discussion. 
Reading and answering of case #4-discussion of answers. 
Reporting of books read. 
As sigmn.ent :. 
Continue with the preparation of book reports. 
Evaluation: 
Evaluation of children during class discussion. 
Evaluation of the written r es.ponses to case =1/:4 and placing 
the :responses into categories. 
Evaluation of book reports. 
0 
·Subject:. Soc. Studies 
Te~cher: F.P. Hunkins 
Allotted time~ 1 period 
Objectives:. 
!as son Plan 4 
(1st. period) 
Grade:: Five 
Date: 
The children gain knowledge and understanding concerning 
the basic £reedoms as declared in the Declaration o£ 
Independence and learn to relate them to past and present 
situations. 
The children learn -to ana:J.yze problelll,s presented by the 
Declaration o£ Independence. 
The children learn to collect data and draw conclusions. 
Children's objectives: 
We learn what the Declaration of Independence is and about 
the £reedoms tha-t it gives us. 
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We learn to see what problems the Declaration of Independence 
caused at this time in history. 
We learn to list facts and to for.m opinions £rom.these £acts. 
Introduction:: 
A class discussion -is employed drawing on reading done by 
the children concerning the time in history in which the 
Declaration o£ Independence was written. 
Subject Matter:. 
Texts:. Our l~ew Land~ pp. 303-306. 
Case =1/=5 
Procedure:. 
Exploring the New World, pp. 192-195. 
New Ways in the New World, pp. 182-183. 
A class discussion is used to give the children a back-
ground to this particular time in history. 
Case #5 is given out. Children are infor.med to read and 
answer carefully. After the children have £inished 
answering the case~ a class discussion is then introduced 
to compare different attitudes and defenses £or such 
attitudes. 
Activities:: 
AniDvering of case #5. 
Class discussion. 
Book reports. 
lesson Plan 4~ £irst period~ page 2 
Assignment~ 
Continue with the preparation o£ book reports. 
Evaluation: 
SUbjective evaluation o£ children during class discussion. 
Placing of responses to case in various categories. 
Evaluation of book reports. 
89 
I.e sson Plan 4 
(2nd. period) 
90 
SUbject~ Soc. Studies 
Teacher: F.P. Hunkins 
Allotted time: 1 period 
Grade~ Five 
...;;......;.....;_ _ 
Date:: 
-----
Objectives: 
The children gain knowledge and understanding of the basic 
freedoms as declared in the Declaration of Independence 
and learn to relate them to past and present situations. 
The children learn to, analyze problems presented by the 
Declaration of Independence. 
The children learn to collect data and draw conclusions. 
Children's objectives: 
We learn what the Declaration of Independence is and about 
the freedoms that it gives us. 
We learn to see what problems the Declaration of Independence 
caused at this time in history. 
We learn to list facts and to for.m opinions from these facts. 
Introduction: 
A class discus~ion is initiated bringing into review basic 
knowledge concerning the period of the Declaration of 
Independence. 
SUbject Matter:. 
Case 1{:6 
Texts: !ifew WaY;s in the l~ew World~ pp. 182-183. 
Our New le.nd., pp. 303-306. 
Exploring the New World., pp. 192.-195. 
Procedure ;; 
A class discussion is held to revie1r; the general b~ck­
ground material for this period in history. Various te:x±s 
are used as references:. 
Case #6 is given out, and the teacher reviews the procedure. 
After the children have anmvered the case, a class discussion 
is held for a comparison of answers and reasoning. 
Activities:. 
Anmv.ering of the case. 
Class discussion. 
Book reports. 
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Assignment: 
Continue with the preparation of book reports. 
Evaluat·ion: 
Responses to the case are put into categories. New categories 
formed if needed. 
Evaluation of children in class discussion. 
Evaluation of book reports. 
Ie sson Plan 4 
(3rd period) 
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Subject: Soc. Studies 
Teacher:. F. P. Hunkins 
Allotted time;, 2 periods 
Grade: Five Date:. _.._... __ _ 
Objectives: 
The children become aware of the reasons why the Constitution 
was needed and written. 
The children learn what is meant by the "Bill of Rights"' 
andwhat it gave to the people. 
The children learn to think of the Constitution in a critical 
manner. 
The children learn to analyz:e problems connected with the 
"Bill of Rights. 11 
The children learn to analyze data and for.m intelligent 
conclusions. 
Children's objectives: 
We learn what the Constitution is and why it needed to be 
>vritten. 
We learn about the various sections of it. 
Vfe learn what the "Bill of Rights" is and why it needed to 
be -written. 
We learn to think carefully about what the Constitution says. 
We learn to think about problems and to come up with answers. 
Introduction: 
A class discussion concerning this area in history is init~ated. 
The children are asked questions concerned with the 
Constitution to see vvhat they feel about the document before 
formal study is started. 
Subject Matter: 
Case -=tJ. 
Texts: lfevr Ways in the 1\few World, pp. 191-195. 
Exploring the New World, pp. 202-2,04. 
Other relevant books that the children have brought in. 
Procedure:: 
A general class discussion is held concerning events of the 
Wa.r and events leading up to the writing of the Constitution. 
A discussion is held as to why a constitubion was; needed in 
the first place. 
lesson Plan 4~ third period~ page 2 
After the discussion~ case 1/:7 is given out and explained. 
Activities~ 
Answering of the case. 
Those children in defense of Mr. Alexander are given a 
chance to defend him orally in front of the class. Those 
opposing this view are given a chance for oral defense of 
their views. 
Assignment:: 
Ev~luation: 
Topics assigned to children on which they must write 
a report. 
Assignment requires· using reference material. 
Evaluation of oral statements by children. 
Placing responses to case in various categories. 
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Subject: Soc. Studies 
Teacher: F.P. Hunkins 
Allotted time:. 1 period 
Grade: Five 
-=..;...;.--Date: 
-----
Objectives: 
The children become aware of the reasons why the Constitution 
was needed and written. 
The children learn what is meant by the "Bill of Rights" 
and what it gave to the people. 
The children learn to think of the Constitution in a critical 
manner. 
The children learn to analyze problems connected with the 
"Bill of Rights." 
The children learn to analyze data and for.m intelligent 
cone lusions. 
The children learn to def~nd their conclusions. 
Children's objectives: 
We learn what the Consitution is and why it needed ·bo lie 
written. 
We learn about the various sections of it. 
We learn what the 11Bill of Rights" is and why it needed to 
be written. 
Vfe learn to think carefully about what the Constitution says. 
We learn to think about problems and to come up with answers. 
We learn to stand up for what we think is right. 
Introduction:. 
A class discussion is held reviewing the period in which 
the Consitution was written. The "Bill of Rights" is 
discussed in a question-ansvrer mann~r. 
Subject Matter: 
Texts:. Exploring the New World, pp. 202-204 (review). 
Case 4/:8. 
New Ways in the Ne~rWorld, pp. 191-195 (review). 
Various books iv.hich the children have read related to 
the area. 
Massachusetts' Manual for the General Court, 1957-58 
(for teacher's use). 
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Procedure: 
A class discussion is held covering the points stated in 
the introduction. Case =/1:8 is given out. Ai'te,:r children 
have answered the case, a discussion of the re~pon~es is 
held. Children are asked to speak in class to defend their 
viewpoints and to give reasons for such viewpoints. 
Activities: 
Class discussion. 
Answering and discussing the case. 
Assignment: 
Children continue to work on written assignments. 
Evaluation: 
Ev~;tluation of the oral statements made by the st.udents. 
Putting the responses to the case into categories. 
SUbject: Soc. Studies 
Teacher:. F .P. Hunkins 
Allotted time: 1 period 
Objectives :. 
lesson Plan 4 
(5th. period) 
.Grade:. Five 
Date: 
The children realize thetreedoms given to the people by 
the "Bill of Rights." 
The children learn to think critically and to analyze 
problems concerning the nBill of Rights." 
The children learn to defend their statements. 
Children's objectives: 
We learn what freedom :means~ and we learn about what 
freedoms the "Bill of' Rights" gives to us. 
We learn to see problems and to find answers to them. 
We learn to state clearly what we mean, and vve do not 
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change our answers when someone happens to disagree with us. 
Introduction: 
A general class discussion is held concerning the "Hill of 
Rights. 11 We review the reasons for the -writing of the "Bill 
of' Rights." 
SUbject :Matter: 
Texts: 
Case 1/=9. 
Procedure:. 
Exploring the New World, (review pages previously 
covered.) 
New Ways in the New World, (review pages previously 
covered.) 
Massachusetts' Manual for the General Court, 1957-58, 
(for teacher's use.) 
Children are asked.to give a listing of·some of the basic 
freedoms given in this section of the Constitution. 
Case #9 is given out. After the case is an~rered, a class 
discussion is held, and the children are asked to state 
orally their viewpoints and their reasons for them. The 
children are asked if their statements are based on fact or 
feeling. 
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Activities:. 
Answering of' case :/f9. 
Class discussion of' the "Bill of' Rights.'' 
vfritten assignments are presented orally. 
Assignment:: 
Evaluation: 
Children are to look in a reference book for one fact 
that has not been covered in class. 
Evaluation of' children during oral discussion. 
Evaluation of' answers to case =/1:9 - re~ponses put into 
categories. 
Evaluation of' written assignments. 
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lesson Plan 4 
(6th. and 7th. periods) 
Subject:. Soc. Studies 
Teacher:. F.P~ Hunkins 
Allotted ti.'lll.e : a periods 
Grade:. Five 
Date:: .....;;;....;..~--
Objectives:: 
The children have a general understanding of the Constitution: 
the problems in its making, the freedoms given, and the 
powers granted. 
Children's objectives: 
We have a better understanding of what the Constitubion does 
for us as: citizens of the Uhited States. 
Introduction: 
The children are informed that they are going to write a 
class constitution. 
Subject Matter:. 
None for this lesson. This experience will be drawn from 
information gained in previous lessons. 
Procedure: 
In a class discussion the children review what the Consitution 
is and how and why it was dra1.m up. A review of 'Some of the 
difficulties encountered by the writers is initiated. 
The children are informed again that they are going to draw 
up a class constitution. 
The class is divided into groups--each group taking a different 
aspect. One group will take up the problem of the class 
executive. .Another group will take up the problem of the 
legislative branch. The third group will take up the 
problem of the judicial branch. 
After the groups. meet, each will s~lect a representative to 
present to the class the work they have done. A class 
discussion will be held and modifications will be made. 
A secretary will list the modified form as it is given. 
Each group will proceed with a report to the class. After 
each report, a vote will be taken by the class to see ·if 
they accept the article. 
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After. the three main articles are Y~itten and accepted~ 
amendments from the class will be suggested for consideration. 
A secretary will list the amendments and a vote will be 
taken on each one. A total of no more than five amendments 
will be allowed to be offered due to the lack of t:ime for 
the lesson. 
Activities: 
The writing of the class constitution. 
Assignments:. 
None for this lesson. 
Evaluation: 
Evaluation will be o:f' the work done by the .children in 
groups. 
Evaluation also will take place concerning the oral reports 
and statements made by the ohi~CI.ren. 
The class constitu:ti~n will be evaluated. 
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(1st. period) 
Grade: Five 
Date: 
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SUbject: Soc. Studies 
Teacher: F .P. Hunkins 
Allotdled time : 1 period -----
Objectives:. 
The children are given a post-test (Behavior Preference 
Record Form B) to measure an increase ·or decrease in their 
ability to think in a critical mannel'" and to evaluate the 
cases. 
Children's objectives~ 
We are going to see if we can think better now than we 
could three weeks ago. 
Introduction: 
The children are introduced to the test and the reason for 
it. They are reminded to work in a careful manner. The 
test directions are read to the children. 
Subject Matter:. 
Post-test: Behavior Pref'erence Record, Form B. 
Procedure: 
The test is given out, and the directions are carefully 
explained to the class. 
Activities: 
Taking the post-test. 
Assignment:. 
l'fone. 
Evaluation:: 
The test is evaluated according to its construdtion and 
purposes. 
0 
0 
SUbject~ Soc. studies 
Teacher: F.P. Hunkins 
Allotted time: 1 period 
Objectives :. 
~sson Plan 5 
(2nd. period) 
Grade: Five Date: .....:;;....;..;....;.... __ 
The children are given a teacher~de objective test 
(multiple-choice) to measure their factual achievement. 
The children are given a teacher~de preference check list 
to measure their likes, dislikes, and attitudes toward 
the case method. 
Children's objectives: 
We are going to take a test to measure how many facts we 
have learned these past three weeks. · 
We are going to fill out this check list so the teacher can 
find out how many liked or disliked this method. 
Introduction: 
The teacher tells the children the reasons for the test 
and check list. 
'Subject Matter: 
Multiple-choice test. 
rreference check list. 
Procedure: 
The test is given out. 
The preference list is given out. 
Activities:. 
Taking the test. 
Doing the preference list. 
Assigmn.ent: 
None. 
Evaluation:: 
The _ te st.s are evaluated to measure factual achievement. 
The preference list is evaluated to measure the li..l{es, 
dislikes, and attitudes of the children ·!ioivard the case 
method. 
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In~roduotory Case 
Mr. Chapman has a son who has just entered high school. Mr. 
Chapman and his family belong to the Q.uaker religion. In this 
religion~ one of' the basic belief's is that war is evil~ and that 
man should not take up ar.ms against his neighbor. 
In the high school which Mr. Chapman's son has just entered~ 
it is required that all boys join a mili\tary outfit which is part 
of the army. With regard to this outfit, all boys are required to 
take military courses dealing with guns and warfare. 
!~. Chapman does not believe in this and tells his son not 
to join the military outfit. W'.nen the school finds that the Chapman 
boy has refused to join, they call him in. He is told that he must 
join or he will be expelled from school. 
The next day Mr. Chapman comes to the school and tells the 
principal that he does not intend to have his son take such courses. 
Be also tells the principal that if' he had the money, he would send 
his son to another school where such courses were not offered. 
When it comes time for starting the military courses~ the 
Chapman boy refuses and is expelled from school. Mr. Chapman gets 
a lawyer and begins proceedings to bring the school to court to force 
them to admit his son. He states that the law gives his son an 
opportunity for an education. He also states that the law has 
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granted him freedom of religion. He claims that the school cannot 
force his son to take a course or courses which are against his 
religious belief's. 
--------------------------------------------------------------------~ 
Q;:ue s:bions : 
1. Do you agree with Mr. Chapman~ Wh.y1 Why not' bo. you 
agree with the school1' Why'& 'Why not:?" 
a. Can the school £orce the Chapman boy to~take the courses' 
Do you think it has a righti 
3. Has Mr. Chapman a right to keep his boy o~t of school i 
Be sure to explain your answers in detail. 
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Case #1 
Mr. Johnson lives in Boston., Massachusetts in the year o:r 1765. 
At this time Boston is a growing city in one o:r the thirteen colonies 
which are 1mder the rule of ~reat Britain. Mr. Johnson was born :in 
Boston and has lived his entire life in this city. He has never seen 
England, the Mother Co1mt:ry. 
One day Mr. Johnson is infor.med that the price £or newspapers 
has gone up. Upon inquiring, he :rinds out that the rise in price is 
due to a tax on the paper. This ta::x:, in the £or.m of a stamp, has 
been levied on the colonies by England. 
Mr. Johnson knows that the colonists have had nothing to say 
in regard to vvhat taxes the colonists must pay. He knows that the 
colonists do not have the privilege o£ sending people to the English 
parli~ent to represent the colonies. 
Mr. Johnson decides to join a club called 11 The Sons o:r Liberty.u 
These clubs have decided not to buy any goods made in England until 
the tax is discontinued. These clubs also decide to raid places 
where the ta::x: st~ps are kept and to burn the stamps. 
-----------------------------------------------------Questions:. 
1. Do you thinlc Mr. Johnson is being a loyal British citizen 
by joining the "Sons o:r Liberty" and refusing to buy English 
goods1 E::x:pJa :in~-vlhy you think as you do1' Are you basing 
your answer on :ract or feeling2 
2. vVhat would you do if you werEi Mr. Johnson-2' Be sure to 
explain in detail your reasons £or acting in the s~e or 
in a dif£erent manner. 
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Case #2 
Your Verdict 
Mr. Jameson belongs to the "Sons of Liberty." One day an 
English agent comes into his business office and gives him several 
sheets of stamps. He explains that these stamps must be put on all 
the advertisements Mr. Jameson prints for his busin,ess. Mr. Jameson 
asks why he must have the stamps on. The agent tells him that these 
stamps are to raise taxes for the English government. The.1agent 
continues by stating that if these stanq>s are not put on the adver-
-Gisements~ the punishment is a jail sentence. 
Mr. Jameson, .states that he will not put any stamps on his 
advertisements for tax purposes~ for he and his fellow citizens have 
not had any say in the making of the law. 
A few days later# Mr. Jameson is arrested by the English agent 
for failing to put the stamps on the advertisements. 
When. brought bef'ore the judge, Mr. Jameson states that he is not 
' guilty of breaking any Jaw, for if' a law is made without the peoples' 
consent it is not just and need not be followed. 
Q.ue stions: 
1. Do you agree with Mr. Jameson~ Be sure to state in detail 
whether you do or do not and give the reasons for your statement. 
a. Do you think Mr. Jameson should f'ollmv- the law even though 
he does not think it just~ State the reasons for your answer. 
3. Since the court vrhich will be trying Mr. Jameson is British. 
what do you tliink thei'r verdict ·will be~ Do you agree or 
disagree with it~ State your reasons. 
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Case =/1:3 
Mr. Peterson and Mr. Simson are attending the First Continental 
Congress. During the course of the meeting~ :Mr. Peterson stands up 
to speak •. 
11 Gentlemen~ I am a loyal British citizen. I do not wish trouble 
wi i:ih the Mother Country. However., I do think that the Mother Country 
is being unjust by closing the port of Boston and bringing hardships 
and suffering to its citizens. In Boston., no trade is allowed by the 
English government;; the merchants cannot pay their bills. The people 
of that city are unable to buy food or household articles which they 
need. I also firmly believe that we in the colonies should have a 
voice in the government in matters concerning us. I believe that if 
we refuse to buy any English goods~ the King will listen to our 
requests for representation in Parliament." 
. 
"You are a dreamer Mr. Peterson~fl interrupts Mr. Simson. "The 
King does not have our good fortune in his interests. We should 
break away from the Mother Country. We should declare our independence 
.from England and be prepared to fight for it. I, for one~ am tired 
of being a mistreated Englishman. I -want freedom and am willing to 
fight for it.n 
----------------------------------------------------------------------Questions: 
·1. Mr. Peterson and Mr. Simson seem to ha-ve different points of 
view. Which one do you favor"? You must be able to defend 
your statement in writing. Try not to think as an .American 
but as an English subject living during this time in history. 
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2. Remember that Mr. Peterson is also w~lling to break the 
English law by not buying any English goods. Is .this 
being loyal to England? Explain~ 
3. Could the problem be solved in another way be-sides those 
$uggested by both Mr. Peterson and Mr. Simson~· Give 
reasons why you think the way you do. 
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Case :1/:4 
Mr. Williams lives in Boston in a large mansion. For many 
years he has been a successful merchant and has made a large fortune. 
Much of Mr. Williams' wealth was made by tro.ding ·with England when 
things were more peaceful. Now that the port of Boston has been 
closed~ he is losing money. However, if the people confor.mwith 
the English l~w and pay their taxes the port wil~ be reopened and 
many people, including Mr. Williams, will once again be making money 
and living with comfort. 
Some of Mr. Williams' friends say that he should join with-the 
11 Sons of Liberty" and fight for independen~from England. Other 
friends of Mr. Williams say that he must remember that he is an 
Englishman by birth and his allegiance .belongs with England. He 
must remember that if he fights against the Mother Country~ he will 
be consi4ered a traitor. His fr.iends also point out that if the 
colonips do start a revolution and lose~ he will be tried as a 
traito~ and will lose his life. 
Q.uestions:: 
1. Mr. Williams has lived.in the Colonies all his life. Do 
you think that he owes his allegiance to England or to the 
Coloniesi' 
2. Do you think that he should be called a traitor if he sides 
with the Colonies1 Do you think the Colonies should call him 
a traitor if he sides with England? Be sure to explain your 
ansvrers. 
3. If you were Mr. Williams~ what would you doi You must 
write dovf.n your reasons why you would act as you state you 
would. 
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Case :{/:s· 
Mr. Appleton has read ~uoopy of the just finished Declaration 
of Independence. He does not agree with the ideas that are stated 
in it especially the one stating that all men are created equal. Mr. 
Appleton states that everyone knows that all men are not created 
equal; some are black~ some yellow, some white. Some men are strong; 
some are weak. Others are smart; others are dumb. Mr. Appleton 
believes that only those menwhci are smart and strong should have a 
voice in ruling the country. He argues that if vve let the weak and 
stupid have a voice in the country, the country will fall. 
He mentions that Greece when it was a very powerful nation 
let only those of intelligence and strength run the country. The 
average man had nothing to say in how the government was run. 
He finishes his statements by mentioning that England is 
the most powerful country on earth because only the powerful really 
have a voice in the govermn.ent. What does a peasant know of such 
things as government laws and taxes-'1 
Q.ue st ions ; 
1. Do you agree or disagree with Mr. Appleton~ State in 
writing your opinion. 
2. Do you think he has given good examples to prove his point~ 
Yfuy-'1 Why not~ 
3. What do you think that "equal" means as used in the 
Declaration of Independence~ 
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Case =/fs 
In this period of time 11coff'ee shopsn were very popular places 
rvhere people met to discuss the news and events of' the day. A Mr. Jolms 
has: just entered one and sat down and ordered a cup of' coffee. While 
waiting to be served, a friend of' his, ·Mr. Simes, com.es over to the 
table and jo~s him. They begin a conversation concerned with the 
just signed Declarati?n of' Independence. 
11What do you think of' it,n asked Mr. Simes. 
-
"Well, I think that it has a lot ·of' new ideas, but I don't 
agree with all of' them. The one which I do not seem to accept the 
most is the one which states that governments get their powers to rule 
from the consent of' the governed. For thousands of' years the rules 
have been set down by rulers, not the people. Look at all the progress 
the world has made vvith this type of' government.. Naturally, I think 
that rome men should have authority to keep a check on the king, 'bu~ 
as f'pr the entire population, I'm afraid I cannot go along with that. 
What do they know about the problems of running a coun.try1n 
11 I'm sorry, but I can't agree with you," rep lied Mr. Simes. 
''VTho should have a better right to say what the govermn.ent shall do 
than those who are to be ruled by the govermn.ent1" 
. 
"But," broke in Mr. Jolms, 11most of' the people if' given the 
chance to make judgments concerning govermn.ent, would make poor 
judgments and so the govermn.ent would f'all. 11 
·. 
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"You do not have enough faith in ma.n to adapt to the situation~" 
stated .Mr. Simes. "Man if given the chance to rule himself can do a 
~ost effective job. Just because it has never been tried before does 
not mean tha-t; the results will be failure.," 
Q:ue stions :. 
1. If you could join Mr. Simes and Johns, what would be your 
opinion concerning this matter or problem-1' 
2. Why would you answer in a certain way'l With whom do you 
agree? WhyZ What would happen if we followed Mr. Johns' 
idea'l Mr. Simes'1 Can you state any examples which would 
give proof to your statement. 
. ' 
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Case =1/:7 
Mr. Alexander had been loyal to the British during the 
Revolutionary War. Now that it was over he could be heard speaking 
about how he felt toward the new government of the United States. 
One day, Mr. Alexander begins "bo speak in a common in Boston 
apout the new government. He states that he does not think that 
the Oolonies should have left England. He states that he thinks 
that George Washington is a poor leader and should not be the head 
of the new gover;nment~ In time, he states, the British will come 
over and wipe out this new country and reclaim it as their own. 
'While Mr. Alexander was speaking, a crowd gathered. The crowd 
does not like what he is saying and begin to shout remarks at him. 
They begin to yell"' "throw him in jail." In time, in order to avoid 
troUble, two men of the police force arrest.him on the charge of 
disturbing the peace. 
'When he is arrested, Mr. Alexander begins to yell that these 
men had no right i;o arrest him, for the new government has granted 
everyone freedom of speech. 
Questions: 
1. Do you "bhink that Mr. Alexander should have been arrested~ 
Be sure to explain your answer in detail. 
2. Shou.U.d Mr. Alexander be granted the freedom stated in the 
Constitution since he does not believe in the government 
that wrote it'? 
3. 'Wha:f:; do you think might have happened if Mr. Alexander was 
not a.rrested'i 
na 
~ Case #8 
The time is 1788. A Mr. Hawker who has children in school 
has just read in the newspaper that the town in which he lives has 
just made a ruling that all children in 'School must start the day by 
saying a prayer which has been written by the men in the tovvn govern-
ment. These men are in charge of running the schools. Mr. Hawker 
reads a copy of the prayer which appears in the newspaper and decides 
he does not want his children to recite it. He tells his children 
his wish • 
. 
The next day he receives from the school master a note saying 
that his children refused to say the morning prayer. The note states 
that unless they say the prayer they will be expeiled·from the 
school. When his children get home from school that day, he tells 
them not to say the prayer. 
The next day his children are sent home from school to stay 
until they agree to say the prayer. Mr. Hawker goes to a lawyer to 
have him force the school to readmit his children. Mr. Hawker states 
that in the Constitution it states that everyone has freedom of 
religion and that no congress or government agency has any right to 
deal in or with religious matters. Mr. Hawker further tells his 
lawyer that the school has no legal right to keep his children out of 
school. Whether one says prayers in school is not a school matter, 
but a religious matter, and the school has no power to deal with 
such matters. 
----------------------------------------------------------------------0 
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Questions: 
1. Do you agree with the school in keeping Mr. Hawker's 
children .aut-? Why"Z Why not'l Be sure to give reasons 
for your answers. 
2. Do you agree with Mr. Hawker-? Why'l Why not-? 
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3. Is the school withhblding the opportunity of education to 
Mr. Hawker's children-? 
4. What do you think will happen if Mr. Hawker keeps his children 
out of school'/ 
5. What do you think will happen if the school lets the 
children back"? 
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0 Oase =/{:9 
Mr. Jonesman who has just bought a new home in 6olonial 
Boston is suspected o£ robbing a stagecoach o£ a certain amo~t 
o£ mpney. One day the town police come to the door and ask to 
search his home •. ~. Jonesman asks i£ they have a search warrant. 
They reply that they do·not. They say that if he is innocent he 
should have nothing to hide. The police state that if he will not 
let them search his home, then he will make himself appear guilty. 
Finally, Mr. Jonesman agrees, but only because of the pressure the 
poldce have used. 
V'fuen he lets them in, he £inds that they have no regard £or 
his belongings. They begin to rip out portions o£ the walls and 
floors.. They remove all o£ his books in his library and throw 
them on the £loor. Mr. Jonesman protests, but the police continue. 
They tell him i£ b.e does not quiet down., they will bring him to jail 
for obstructing the course of the law. The police find nothing, and 
so they leave. 
After the police have le£t, Mr. Jonesman contacts his lawyer 
to see if he can make the Tmv.n o£ Boston and the police pay for the 
damage they have caused to his home. He tells his lawyer that they 
had no right to disregard the value of his home. He states that 
they £orced their way into his home without his real approval. 
0 
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Case 4fo9 ~ page 2 
Questions:: 
1. Do you think that the police were vvi thin the law since 
they were investigating a crime~ and since Mr. Jonesm.an was 
susvected of a serious cr~ne? How else might the police 
haye been able to find any information they wished~ You 
mu.st st~te in detail why :pu ansvrer the way you do. 
2. Do yqu agree with Mr. Jonesman1' VIJhy'i Why not-? You must 
state in detail the reasons why you give the opinion you do. 
3. If the police had had a search warrant~ would Mr. Jonasm.an 
have had: any right to complain? 
0 
0 
117 
APPENDIX. E 
NAME: DATE: ____ _ 
The Revolutionary Period 
Directions:. 
Below are several answers to each statement; only one is 
correct. Put the letter of the correct one in the parenthesis at 
the right ( ) • 
1. The number of American Colonies was A. 10# B. 13# C. 11# D. 12. ( ) 
2. T~e Colonists could sell their goods A. anywhere# B. to France, 
C. to England, D. to. Spain. ( ) 
s. The English King vrould not let the Colonists settle A. east of 
the Appalachians, B. south of the Appala~hians# c. north of the 
Appalachians# D. west of the Appalachians. ( ) 
4. The Colonists could buy their goods A. from Spain, B. from France, 
c. from England# D. from other Colonies. ( ) 
5. After ·bhe French and Indian War the Colonists began to tl};i.nk of 
themselves as· A. Englishmen, B. Americans# C. Frenchmen# D. neither 
of the above. ( ) 
6. The English Parliament was made up of A. The House of I.Drds and 
Commons, B. the House of Lords, c. the House of Commons, D. the 
King and his advisors. ( ) 
7. The Colonies were run by A. a King, B. a governor, C. a represen-
tative# D. neither of the above. ( ) 
8. The Parliament wanted to tax the Colonies because A. theyvmnted 
to show who was boss# J3. they wanted the King to be happy, C. they 
wanted the money to help run Great Britain, D. they wanted to keep 
the Colonies weak. ( ) 
9. The Colonies became angry at England because A. they did not want 
to pay taxes, B. they wanted some Colonists to sit· in Parliament, 
c. they wanted to be a great power like England, D. they wanted to 
join with France. ( ) 
10.. The 11 Sons of Liberty" was a group that promised A. not to buy any 
goods from England, B. to start a war with England, C. to ask France 
to declare war on England# D. neither of the above. ( ) 
0 
0 
11. In the British Parliament A. all of the men vrere in favor of 
the Stamp Act~ B. none of the men were in favor of the Stamp 
Act~ c. some men were in favor, others were not in favor of 
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the Stamp Act~ D. just the King was in favor of the stamp Act. ( ) 
12. The purpose of the stamp Act was A. to make the Colonists 
realize that England was boss~ B. to raise money f'or Britain 
and to show them who was boss, C. just to raise money~ D. neither 
of' the above. ( ) 
13. At first the Colonists wanted to be treated as A. Americans, 
B. as equal Englishmen~ c. as independent Colonials~ D. as 
Frenchmen. ( ) 
14. The Stamp Act was A. repealed after awhile~ B. entorced to a 
greater degree, C. changed slightly to please the Colonists~ 
D. neither of the above. ( ) 
15. King George kept the tax on the te~, because A. He needed the 
money~ B. He wanted to show the Colonists he could tax them, 
c. He ·wanted to prove to Parliament that he was King, D. neither 
of the above. ( ) 
16. The Colonists did not like the tax on tea because A. they thought 
it was too high, B. the French had told them not to accept it, 
c. they did not want to be taxed without. representation~ D. they 
wanted to be an independent country. ( ) 
17.. The Boston Tea Party was· held to show the King of England that 
A. the Colonies wanted freedom, B~ the Colonists would not pay a 
tax without representation, c. that the tax made the tea too 
expensive toe buy, D. that Dutch tea was better. ( ) 
18. When King George heard about the Boston Tea Party, he A. took 
the tax; off the tea, B. told the Colonists he wa~ sorry, c. had 
the "so-called" Indians shot, D. closed the port of Boston. ( ) 
19. The King of England af'ter the Boston Tea Party A. let the people 
of' the Colony of Massachusetts rule themselves, B. let the 
people of Ne"I.'V7" York Colony run Massachusetts, C. sent over a 
British official to run the Colony, D. neither of the above. ( ) 
20. After the Tea Party~ the people of the :Massachusetts Bay Colony 
A. kept their voice in local government~ B. lost theirvoice in 
running Boston only~ C. lost their voice in all for.ms of colonial 
government, D. neither of the above. ( ) 
0 
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21. The action of King George concerning the peo~le of Ma~sac~usetts 
Bay Colony A. caused the people of the Colon~es to unLte ~ 
feeling, B. caused the people of the Colonies to split apart in 
feeling, a. caused the people of the Colonies to turn to Canada 
for help, D. neither of the above. G ) 
22. The First Continental Congress met to A. sign the Declaration of 
Independence, B. to declare vvar on England, C. to send a letter to 
the King to ask him to change his ways, D. to ask France to 
help the Colonies. ( ) 
23. Patrick Henry is fa.m.ous for saying A. 11 lat' s remain with England 
to the end!" B. 11 Give :me liberty or give me deat;h! 11 a. 'tlat's 
join with France!" D. 11Death to King George ! 11 ( ) 
24. The tax on tea A. was finally repealed, B. was never changed, 
0. 1.<Jas increas.ed, D. was lowered. ( ) 
25. After the Tea Party, King George sent to Boston A. British 
troops, B. gifts to make peace with the Colonials, c. one man, 
General Gage, D. 100 ships of the British Navy. · ( ) 
26. The British A. knew the Colonists were going to start a war, 
B. did not know· what the Colonists were going to do, C. did not 
think that the Colonis·t;s would start a war, D. knew the French 
were going to help the Colonists. ( ) 
27. The Minute Men 1.'V'ere ·A. well-trained soldiers of the British 
Army, B. German soldiers hired by King George, C. Colonial 
citizens who were willing to fight the English, D. French 
soldiers who had come to the Colonies. ( ) 
28. "The shot heard ar01.m.d the world" refers to the battle A. of 
Bunker Hill, B. o£ Yorktown, C. of Washington, D. of I.ax_ip.~t,on 
and Concord. - - ( ) 
29. The British went to Concord to A. practice marching, B. to see 
where the town was, c. to capture guns and anun.unHi6n, D. neither 
of the abo¥e. ( ) 
30. The Declaration of Independence was signed on A. July 2, 1775, 
B. April 19, 1775, C. July 4, 1776, D. April 4, 1776. ( ) 
31. The purpose of the Declaration of Independence was A. to tell 
the world that King George was a pad King, B. to tell the world 
that the Colonies were now the United States of America, c. to 
ask France i'or help, D. to ask King George to forgive the Colonies 
for the Boston Tea Party. (· ) 
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32. The Declaration of Independence states that man has certain 
rights and they are A. Life, Liberty, and the Pursuit of 
Happiness, B. Life, Equality, and Liberty, C. Equality, Liberty, 
and the Pursuit of Happiness, D. Life, Liberty, and Freedom. ( ) 
33. The Declaration of Independence states that man gets his rights 
from A. the government, B. the state, C. God, D. the King. ( ) 
~4. The Declaration of Independence states that the reasons for 
government is A. to tax the people, B. to protect the freedoms 
of the people, C. to elect rulers, D. neither of the above.· ( ) 
35. The Declaration of Ind~endence states that .governments get 
their powers from A. the rulers, B. the people, C~Jthe Mother 
Co1mtry, D. the parliament. ( ) 
36. The Declaration of Independence states that the people of a 
country have a right to overthrow the government when the 
gbvernment A. raises taxes, B. declares war, c. fails to 
protect the freedoms of the people, D. neither of the above. ( ) 
37. The Battle of Bunker Rill was won by A. the .Americans, B. the 
British, C. the French, D. neither of the above. ( ) 
38. During the Revolution, the Briti.sh managed to capture A. lexington, 
B. vVashington, D.C., C. New York, D. Boston. ( ) 
3.9. During the early parts of the Revolutionary War, the side that 
won most of the battles was A. the British, B. the 'French, C. the 
Colonists, D. neither of the above. ( ) 
40. The Battle of Trenton A. was vvon by the British, B. 1•.ras the 
first major .American v:irctory of the war, C. vva.s not won by 
either side, D. neither of the above. ( ) 
41. The Ba·t:;tle of Trenton gave new hope of victory to A. the French_, 
B. the British, C. the Colonials, D. neithe~ of the above. ( ) 
42. During the Revolution, the Colonials received help at first 
secretly then openly f~~ A. the Tories, B. the French, c. the 
Germans, D. the Spanish. ( ) 
43. The Battle of Saratoga was won by the A. British, B. Colonials, 
44. 
C. French, D. byneither side. ( ) 
The surrender of 
beginning of the 
war, C. the last 
fighting. 
General Cornwallis to the .Americans marked the A. 
second half of the war, B. the beginning of the 
part of the war, D. the end of the war's 
( ) 
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45. The RevolutionaryvYar ended in A. 1778~ B. 1776~ c. 1783~ 
D. 1781. ( ) 
46. The treaty of peace between England and America was signed in 
Paris in A. 1776~ B. 1775~ C. 1783~ D. 1781. ( ) 
47. Right after the Revolutionary War the Uriited States had A. a 
weak government~ B. a strong government~ C. a weak and strong 
government~ D. neither of the above. ( ) 
48. The Constitutional Convention ill/aS held to give the United states 
,a. a weaker government~ J3. a stronger government~ 0. a Monarchy, 
D. neither of the above. ( ) 
49. The Constitution was accepted by the states and made the law of 
the land on A. June 6~ 1783~ B. July 4~ 1776~ C. July 2~ 1788~ 
D. September 3~ 1783. - ·c ) 
50. The first article of the Constitution is concerned with A. the 
Congress, B. the President, C. the Supreme Court, D. neither of 
the above. · ( ) 
51. The second article of the Constitution is conce~ned with A. the 
Congress, B. the President, C. the Supreme Court~ D. neither of 
the above. ( ) 
52. The third article of the Constitution is concerned with A. the 
Congress, B. the President~ C. the Supreme;·Court, D. neither of 
the above. ( ) 
53. The Congress as stated in the Constitution is divided into 
A. the President's office and Supreme Court~ B. two groups 
of senators, c. two groups of Congressmen,. D. the Senate and 
House of RepresentatiYes. ( ) 
54. The representatives in Congress are elected by A. the people 
in the states, B. by the President~ C. by the members of the 
Congress themselves, D. neither of the above. ( ) 
55. The first ten amendments to. the Constitution are called the 
A. Freedom's Amendments~ B. Bill of Rights~ C. Amendments of 
Rights~ D. neither of the above. ( ) 
56. The Constitution gives the people of' the United States A. complete 
freedom, B. freedom within a broad limit, C. no f'reedoms, 
D. neither of the above. ( ) 
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57. The laws of the Uhited States are. made by the A. President, 
B. Congress, C. the Supreme Court, D. neither of the above. ( ) 
58. In the Uhited States, the Federal government has A. all the 
power, B. none of the power, C. some of the power, D. neither 
of the above. ( ) 
59. In the United states, the State governments have A. all the 
power, B. none of the power, C. some of the power, D •. neither 
of the above. ( ) 
60. The first man to be elected the President of the Uhited states 
~s:A. Jefferson, B. Adams, c. Hancock, D. Washington. ( ) 
• 
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APPENDIX F 
Children's Annotated Bibliography 
Brown~ Harriet M. .America is My Country:. Houghton~ 1955. Price: $5.00 
Grade:: 5-9 
Our American heritage and the meanings of our holidays~ 
£lag and docUm.enta of liberty. 
::.. .. .. ~ 
Commager, Henry s. The First Book of .American History. Watts~ 1947. 
Ill us:. leonard Fisher. Price: ~L 95 Grade: 5-7 
America's history~ from its discovery to its growth as a 
world po1.ver. 
Cousins, Margaret. Ben Franklin of Old Philadelphia. Random~ 1952. 
Price:: $3.00 Grade~ 5-8 
Emphasizes Franklin's character and accomplishments and 
gives an excellent picture of city life in coloniaildays. 
' . 
Desmond, Alice c. Your Flag and Mine. Macmillan~ 1960. Price: $3.50 
Grade: 5-7 
All the 'flags which have a part in our history, beginn3:ng 
with the ones planted by Columbus. · 
Desmond~ Alice C. Martha V'fat.shington. Dodd, 1942. Price; '$3 .~0 
Grade:: 5-8 
Our original "First I.ady11 from the time she was a girl ,gf 
fifteen until her death in 1801 •. 
Eaton, Jeanette. That Lively Man, Ben Franklin. Morrow~ 1948. 
Lllus:. Henry C. Pi tz. Price: $3.00 Grade: 5-8 
A 'Warlll picture of the man from his fourteenth year until 
his death~ against the vivid background of the times in which 
he lived. 
Epstein~ Edna. The First Book of the United Nations.. Watts, 1960. 
Price: $1.95 Grade: 4-7 
A brief introduction to the United Nations with vivid 
pictures of the U.N.'s stJ;"ucture. 
Fisher, Lois J. You and the United Nations. Children's Press, 1958. 
Price:: $1.50 Grade: 5-7 
Declaration. of Human 'Rights included in this book of simple 
text and humorous sketches which pictures the.U.N. 1s structure. 
0 Forbes, Esther. America's ~aul Revere. Houghton, 1946. Price: $2.50 Grade: 5-9 
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Inlcudes information background of the Revolutionary Period. 
F:O·s:ti·er, Genevieve. Abraham Lincoln. Scribner, 1950. Illus:: author. 
Price: $2.75 Grade: 4-6 
A moving story of the life of Abraham Lincofun. 
Graham, Alberta P. lafayette:. Friend of .America. Abingdon, 1952. 
Ill us:. Ralph Ray. Price:. $1.75 Grade:. 4-6 
Dramatiaally told story of the brave and gallant young 
Frenchman who helped win the Am~rican Revolution. 
Henry, Marguerite. Benjamin West and His Cat Grimalkin. Bobbs. 
Illus:: Wesley Dennis. Price:. $2.95 Grade: 4-6 
Benjamin's struggle to study painting. ag~inst his Quaker 
parents' wishes and the cat, who was his friend and ally. 
Hanser, Richard and Donald B. Hyatt. Meet Mr. Lincoln. Golden, 1960. 
Price~ $1.50 Grade:; 5-up 
This volume on Lincoln and the Civil War includes the 
documentary pictUres and words of the prize-winning telecast •. 
Johnson, Gerald W. America, A History for Peter·. Morrow. Illus: 
Iaonard and Fisher. Price: 3 voJ;s-. $11.65 Grade:. 5-up 
The story of the growth of America told in a dramatic manner• 
lawson, Robert. Watchwords of' Liberty. Little , Brown. Price: 
$3 • 50 Grade :: 4-6 
Fifty famous sayings by Americans in peace and war. 
rAwson, Robert. Ben and Me. Little Brown, 1939. Illus:. author. 
Price:. $3.00 Grade:. 5-8 ·, 
The events of Benjamin Franklin's life, as told by his ' 
good mouse Amos, who lived in his .. old f'ur cap. .Another tongue-
in-cheek biography by the autihor is::. Mr. Revere and I. 1953. 
Price:: $3. 50 
lawson, Robert. They Were strong aD;d Good. Viking, 1940. Illus:-
author. Price: $2.75 Grade:. 4-6 
Th~ author has drawn word and pen portraits of his grand-
parents., typical Americans of their times, pro.ud, hard-vrorking 
families of' integrity. Caldecott Award. 
Meadowcroft, Enid L. The Flrst Year. Crowell, 1946. Illus:: Grace 
Paull. Price: $2.75 Grade:: 4-6 
The first settlers of New England and hmv they lived. 
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Meadowcroft, Enid L. The story of George Washington. Grosset, 1952. 
Price: $1.95 Grade~ 5-7 
Avrell illustrated biography of George Washington. 
Miers, Earl s. The Rainbow Book of American History. World, 1955. 
Illus:. James Daugherty. ,Price:. i4. 95 Grade:-. 4-6 
Awell-illus~rated, chronological history £rom the Norsemen 
to the Atomic Age. 
sterling, Dorothy. Freedom Train:: The Stor of Harriet Tul)man. 
Doubleday, 1954. Illus:: Ernest Crichlow. Price; 2.50 
Grade:. 4-8 
Story of the courageous slave who after escaping from a 
Maryland plantation devoted her life to helping others escape. 
. . . 
Tunis, Edwin. Colonial Living. World. Illust author. Price:. 
$4.95 Grade:. 5-7 
Everyday life, clothes, homes and furniture of the s~van­
teenth and eighteenth centuries, illustrated with many 
fascinating drawings. 
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